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ABSTRACT 
RELATIONSHIPS BETWEEN LITERACY EVENTS AND ASPECTS OF THE 
BEHAVIOR SETTING IN KINDERGARTEN CLASSROOMS 
SEPTEMBER 1991 
MARY CLANCY ALLEN, B. A., REGIS COLLEGE 
M. ED., WESTFIELD STATE COLLEGE 
ED. D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor David E. Day 
This study has been designed to describe how aspects of the behavior setting influence 
literacy events in kindergartens. A systematic investigation of literacy events in and across 
all areas of four kindergarten classrooms was undertaken to describe the conditions under 
which children had opportunities to become engaged in reading and writing activities 
through transactions with the environment. The framework for the study was the human 
ecological approach to early childhood education (Day, 1983). 
Quantitative data were collected using two instruments. A modification of The 
Behavior Checklist of Child-Environment Interaction (Day et al., 1982) was used in four 
neighboring inner-city kindergartens in the Western Massachusetts to simultaneously 
record literacy events, activity/areas, teachers' roles, teacher- or child-choice of activities, 
group size, materials use, and other behaviors. Precautions were taken to provide a sample 
which was internally consistent in terms of sites, subjects, and teachers. Children's 
naturally occurring behavior was recorded by two observers over a four-week period using 
a time-sampling-by-child methodology. High interobserver reliability was achieved on five 
days of simultaneous observations. A second instrument, The Survey of Displayed 
Literacy Stimuli (Loughlin and Cole, 1986), was used to measure the amount of 
literacy-related materials in each classroom. Qualitative data were collected in fieldnotes 
when literacy events were observed. 
VI 
Relationships were described between children's reading and writing activities and 
these three factors: design of physical space, amount and presentation of materials, and 
teacher-child interactions. Variation was found in the types and frequencies of literacy 
events in and across classrooms that were related to these environmental factors. The 
interaction of these factors explained the conditions in kindergartens under which children 
had opportunities to engage in reading and writing activities through transactions with the 
environment. 
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CHAPTER I 
INTRODUCTION 
Statement of the Problem 
This study identifies settings in kindergarten classrooms which support children’s 
reading and writing activities. In particular, it assesses what effects, if any, design of 
physical space, amount and presentation of materials, and teacher-child interactions have 
on literacy events. What is the relationship between the environments we design for young 
children and the reading and writing activities we observe in these settings? This study was 
undertaken to examine what goes on in kindergarten classrooms by systematically 
observing the literacy events that occur there using a time-series sampling methodology. 
Children's behavior, the role of the teacher, the activity area, the size of the group, the 
child's choice of the activity were recorded using an interactive instrument. The Behavior 
Checklist for Child: Environment Interaction (Day et al., 1982). The study has attempted 
to answer the following questions: 
1. Are reading and writing activities observed in kindergarten classrooms and, if 
so, with what frequency? What types of reading and writing activities are 
observed? 
2. What relationships, if any, exist between children's reading and writing 
activities in kindergartens and these three factors: design of physical space, amount 
and presentation of materials, and teacher-child interactions? 
3. Are kindergarten classrooms settings which provide children with opportunities 
to become engaged in reading and writing activities through transactions with the 
environment? 
The framework upon which this inquiry is based was Day's (1983) human ecological 
approach to early childhood education. An ecological perspective involves the 
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consideration of the interrelationship of the organism and the setting in which the behavior 
can be observed. The essence of an ecological system is that the behaviors of any 
organism are influenced by the environment and, in turn, influence the environment (Day, 
1983, p. 101). There are various types of ecological systems. The human ecological 
approach to early childhood education is founded in the assumption that engagement with 
the environment influences development and learning. 
In a study of 14 preschool child care settings in Massachusetts, Day and Sheehan 
(1975) used both formal and informal observations to describe the elements of the 
preschool that were growth-producing and growth-inhibiting; observations included 
specimen records, slides, staff interviews, floor plans, materials inventories, and 
descriptions of learning areas. They concluded that modal behavior of the children was 
related to the interaction of three environmental variables: the physical setting and 
arrangement of space, the presentation of materials, and the amount and kind of adult-child 
interaction. Program quality was evaluated on the basis of "growth-producing behaviors," 
which were evident when the space, the materials, and the adult roles were integrated. 
Although Day was interested in "growth-producing behaviors" such as 
task-involvement, materials use, cooperation, consideration, and communication, he did 
not ignore the value of other behaviors: 
An interactionist position assumes that development occurs more or less 
naturally when the child is able to engage the environment in transactions. 
Yet there are goals for education established by every culture which 
transcend developmental theory and which need to be considered in the 
creation of any educational program. It is difficult to imagine any school in 
the United States which would be allowed to operate for very long without 
at least attempting to help children become literate. (Day, 1983, p. 191) 
Although the human ecological approach to early childhood education is a theory 
neither of literacy learning nor of literacy development, it is based on the assumption that 
learning and development are the result of interactions with the environment: 
Transactionists maintain that learning to read (underline mine) or developing 
strategies for building towers must be based on the opportunity for children 
to become engaged in the task on their own terms (italics Day s). This 
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occurs best when children have considerable opportunity to choose where 
and with what they will become engaged. (Day, 1983, p. 192) 
Whether literacy emerges from natural developmental tendencies, or from society's 
demands, it can be described in terms of the opportunities the environment provides for 
literacy activity. The conditions under which literacy events occur can be described. The 
problem remains an ecological one: How do aspects of the behavior setting inflnenre 
liieracv events in kindergartens? 
Many studies have been conducted to describe relationships between aspects of the 
home environment and young children's reading and writing activities. Early studies relied 
primarily on parental impressions and recall and used questionnaires and surveys to collect 
data. More recent studies used naturalistic observation in order to describe literacy events 
as they occur in the homes of young children (Bissex, 1982; Doake, 1981; Heath, 1982, 
1983; Taylor, 1983; Snow, 1983; Newkirk, 1984; Schickedanz and Sullivan, 1984; 
Leichter, 1984; Dyson, 1985; Wells, 1985; Sulzby, 1985; Taylor and Strickland, 1986; 
Juliebo, 1986; Taylor and Dorsey-Gaines, 1988). On the basis of this research, a number 
of studies have been undertaken to describe early childhood classrooms that have been 
designed to feature aspects of the home environment which support children's reading and 
writing activities (Wilucki, 1984; Putnam, 1982; DeFord, 1984; Rowe, 1986, 1987; Allen 
et al., 1989). Recently, some authors have combined studies of the physical environment 
of the classroom and its impact on behavior with studies of the acquisition of literacy 
(Loughlin and Suina, 1982; Loughlin and Martin, 1987; Strickland and Morrow, 1990). 
They have suggested that spatial organization, amount of materials and presentation of 
materials can stimulate spontaneous literacy behaviors in children in classrooms. These 
authors have suggested that the environment is an extension of the teacher, and, as such, 
exerts a profound influence on the literacy behavior of children. 
Some researchers have observed children's reading and writing activities in single areas 
of the classroom such as the Library Center (Martinez and Teale, 1988) or the Writing 
Center (Dyson, 1983a). Research has shown, however, that, when given a choice of areas 
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in nursery schools (Shure, 1963, Rosenthal, 1973 in Gump, 1975a) and kindergartens 
(Sutfin, 1980), children seldom selected the Books Area. Others have found that while the 
improved attractiveness of Library Comers increased the use of the area (Morrow, 1982, 
1987; Morrow and Weinstein, 1986), children in most classrooms had limited access to 
Library Comers during the day. Teacher-directed, full-class activities consumed much of 
the time, and children were using the Library Comers only during "free choice" time when 
other activity areas were preferred. Other studies have indicated that children in early 
childhood settings engaged in reading and writing activities in a variety of areas of the 
classroom including the Housekeeping or Dramatic Play Area, the Blocks Area, the Art 
Area, and the Writing Area (Roskos, 1988; Harris, 1986; Rowe, 1986, 1987). Nowhere 
in the research has there been a systematic investigation of the reading and writing activities 
of children in and across all areas of the kindergarten classroom. 
In this research project children's naturally occurring behavior in kindergarten 
classrooms was observed using a modified form of The Behavior Checklist of 
Child-Environment Interaction: Second Edition (Day, Perkins and Weinthaler, 1982). 
"Literacy Events" were recorded on the Checklist and the occurrences were analyzed in 
terms of areas where the activities were observed, the presentation of materials, and the 
teacher-child interactions. Field notes were collected when the children being observed 
were engaged in reading and/or writing activities. 
Before beginning the study, and mid-way through the study, The Survey of Displayed 
Literacy Stimuli (Loughlin and Cole, 1986) was used in each of the four kindergarten 
classrooms to determine the level of stimuli and support for literacy behavior in the total 
learning environment. Prior to collecting the data, four hypotheses were generated to 
examine the relationship between literacy events and aspects of the behavior setting, 
including the design of physical space, the amount and presentation of materials, and the 
teacher-child interactions. The data were analyzed, using both correlation and descriptive 
techniques. 
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The Literacy Event Construct 
Bloome (1983) noticed that "a_pric>ri assumptions about what reading looks like often 
pose problems for researchers concerned with reading in natural settings" (p. 176). A 
similar challenge has been addressed in this research endeavor. In a review of the research 
literacy events have been described in a variety of ways. 
Heath (1983) defined "literacy events" as "occasions in which written language is 
integral to the nature of participants' interactions and their interpretive processes and 
strategies (p. 50). Anderson, Teale, and Estrada (1980) defined "literacy events" as 
"events in which the child interacts with objects as if he/she is reading or writing" (p. 59). 
Hams (1986) adopted this definition as well. Literacy events were defined by Anderson 
and Stokes as "any action sequence involving one or more persons in which the production 
or comprehension of print plays a significant role" (1984, p. 26). 
Some researchers have attempted to create taxonomies for describing Literacy Events. 
Wells (1980, 1987a, 1987b) categorized literacy behaviors as follows: looking at a picture 
book, drawing and coloring, writing or pretending to write, and listening to a story. 
Roskos (1988) defined two types of "literacy involvement," "story making" and 
"displaying a literacy stance," which she considered "rehearsals of literacy." Martinez and 
Teale (1988) identified "children's uses of books" as follows: browsing, studying books, 
emergent reading of books, and "Other." The category "Other" combined discussing a 
story or illustration, acting out a story, conventional reading or listening to someone 
reading. Morrow (1982) defined children's use of literature as "reading or looking at 
books, using one of the literature props, listening to a recorded story, or enacting a story 
that had been read to the class. Children did not have to be physically present in the library 
comer to be coded as using literacy" (p. 340). 
Rowe (1987) combined written language as well as graphic and constructive art in her 
definition of literacy since children had been "observed to combine these communication 
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systems in their texts” (p.4). Literacy events were also defined broadly by Rowe as "from 
the time they (the children) arrived at the center until they left for another center to begin a 
different kind of activity" (p. 8). Literacy events were described by Dyson (1983a) as 
graphic episodes" and "included any verbal and nonverbal behaviors occurring during the 
production of one graphic product: it included all behaviors surrounding (i.e., preceding 
and following) and related to the actual production of the drawing and writing" (p. 11). in 
her study, which asked children to read or write "any way they could," Dobson (1988) 
extended her definitions to include all responses to reading and writing events. 
For the most part, these definitions which have guided the research suggest that 
Literacy Events can be observed by watching children. In contrast, Meyer et al. (1985) 
examined only literacy activities" that were "teacher-initiated instructional interactions" 
(p.9). It is obvious that there is a need to be aware of the a priori assumptions about what 
reading and writing look like in examining the studies of children's reading and writing 
activities. 
In this study, the literacy event has been defined in keeping with Anderson, Teale, and 
Estrada's (1980) definition of "literacy events" as "events in which the child interacts with 
objects as if he/she is reading or writing" (p. 59) or when the child is listening to a story. 
The broadness of this definition was purposeful. The intention was to describe literacy 
events widely in order to include as much data as possible. The taxonomy created for 
categorizing literacy events was based on descriptions of literacy events in reviews of the 
literature, informal observations in classrooms, and the results of the pilot study. It was 
important to define operationally what reading and writing "looked like" in order to draw 
conclusions from the data. 
These definitions were used to create a taxonomy of literacy activities for the pilot 
study. In that initial investigation it was discovered that 75% of all literacy activities were 
categorized as "Other." To make the taxonomy more useful, it was revised to include the 
following literacy events: browsing, studying books or charts, emergent reading of books 
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or charts (independent or choral) (from Martinez and Teale, 1988), completing a worksheet 
(from our own observations and Adams, 1990, p. 418), drawing or coloring (from 
Dyson, 1983a and 1983b; and Rowe, 1987), writing or pretending to write (from Wells, 
1980, 1987a, 1987b; and Dobson, 1988), listening to a story, and "other,” which included 
card games, Alphabet Bingo games, letter puzzles, and taking dictation from children. A 
complete listing of the events categorized as "other" is included in Chapter Three. In the 
final study only 18.9% of the literacy events were categorized "Other." 
History of the Ecological Perspective 
Over the years constructs have been refined and expanded by a number of researchers 
who have attempted to describe the relationship between behavior and the environment. 
Each of these constructs brings research closer to describing behavior-environment 
relationships. 
As early as 1931, in an effort to describe the environment's effects on human behavior, 
Lewin directed our attention to the study of the "field." Lewin (1931) proposed the 
equation B=/ (PE ), suggesting that behavior is a function of the interaction between a 
person and the environment. Furthermore, although the immediate effects of the field cease 
when a person leaves that environment, Lewin proposed that the influence remains 
because the individual has changed as a result of interacting with the setting. In the 
"topological psychology" set forth by Lewin, the environment, as it existed psychologically 
for the person at a particular time, was the variable of interest. He labelled this construct 
"life space," but was unable to reconcile the impact of nonpsychological factors, which he 
also viewed as predictive of future behaviors (Barker, 1963, pp. 18-19, in Schoggen, 
1978, p. 36). His treatment of "motivational forces" as emanating not from within the 
person, but from the environment, its objects, activities, and other people was 
unmeasurable; yet Lewin recognized that the narrow focus of studies confined to 
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laboratories did not take into account the many factors that interacted to shape behavior. His 
influence persists today in educational research which considers how the environment in 
classrooms affects the behaviors observed there. 
Murray (1938) attempted to measure the forces emanating from the environment and 
described patterns which, he felt, guided some behavior and should be accounted for in 
psychological studies.The principles of progressive conformity (the influence of other 
individuals on behavior), and environmental press (the influence of conditions in the 
environment on behavior) were introduced by Murray. 
Another psychologist, Brunswik (1956), was critical of psychological research being 
conducted at the time which failed to maintain a degree of naturalness, or situational 
representativeness. His probabalistic functionalism" posited that there were probabalistic 
or statistical relations among the objective, concrete situations of the ecological or 
perceptual environment. He introduced statistics of bivariate or multivariate correlation in 
order to study the relationship between the behavior and the environment. His contribution 
to the ecological perspective was based on the belief that careful sampling of environmental 
situations was just as important as sampling individual subjects. 
Perhaps in reaction to Brunswik's conservativism, Barker (1968) attempted to show 
that the relationships between behavior and the environment were more than probabalistic. 
His premise that one can better predict behavior from where the person is ("outside the 
skin"), than by who the person is ("inside the skin") is closer to Lewin's original equation. 
(Although this premise has been criticized by Bronfenbrenner (1979) as too simplistic, this 
assumption has been the foundation for the constructs and methods for Day's (1983) 
human ecological psychology of early childhood education). Stated another way, behavior 
setting research assumes that in most settings our behavior is influenced more bY factors in 
the environment than bv anything we might bring to it. This premise is based on studies 
which showed that (1) a person's behavior changes from setting to setting, (2) the behavior 
of persons in the same setting tends to be more alike than their behavior in another 
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environment, and (3) there is a consistency in a person’s behavior within any behavior 
setting. This consistency among persons in a particular environment led to the identification 
of standing patterns of behavior as a primary characteristic of behavior settings. Standing 
patterns of behavior are simply all those discrete or complete actions commonly observed in 
any behavior setting regardless of who is there. Complete actions have been described by 
Barker as "molar behaviors." 
Through their studies at the Midwest Laboratory, Barker (1968) and his students, 
Gump (1975a and 1975b) and Schoggen (1978), have clarified ecological psychology by 
defining units of analysis for the study of behavior and environment relationships. These 
behavior settings and molar behaviors must be examined as they occur naturally, and 
should be dealt with from a "theoretically neutral" (Barker and Wright, 1954, p. 14) 
position that is unguided by any explicit hypothesis formulated in advance and 
uncontaminated by structured experimental designs" (Bronfenbrenner, 1979, p. 19). In 
addition to describing behavior settings and molar behaviors, these researchers have 
identified principles for guidance in examining the behavior/environment relationship. 
Barker's behavior setting (1968) is independent of the individual, but influences how 
the individual acts. There are four essential features of a behavior setting: 
1.Standing patterns of behavior (the range of acceptable behaviors). 
2. A physical structure (boundaries in space and time). 
3. A relationship between the physical setting and the standing pattern of behavior 
("milieu-behavior consonance", which means that each setting ought to call upon 
persons to behavior in a way somewhat different from other settings, but always in 
a way that is supportive of the physical setting and, by implication, of the purposes 
for which the setting was established). 
4. Interdependence among behavior settings (the ways in which they influence one 
another). 
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In addition to providing constructs and principles, Barker has refined a methodology 
for ecological psychology. The behavior setting method has been described as "a very 
peculiar approach to psychology, an approach that focuses not upon the behavior of an 
individual person nor even upon the social interaction of persons but rather upon the 
standing patterns of behavior of persons en masse associated with particular environmental 
settings (Schoggen, 1978, p. 49). He used the specimen record or the behavior setting 
survey in order to collect T data (transducer data in which there is no input from the 
psychologist who is a receiver, coder, and transmitter of information). 
Rosenthal collected T data by making videotapes of 37 children, each for a full day 
session in a preschool. He used the behavior setting survey method to analyze his data and 
found that the use of a setting could be expressed in terms of attraction (how many children 
appeared) or in terms of holding power (how long the children remained with the setting) 
(Rosenthal, 1973, in Gump, 1975a, p. 103). 
Schoggen (1978) introduced an even smaller construct, the EFU, Environmental Force 
Unit, which he described as "analagous to the behavior episode except that the EFU refers 
to molar actions of environmental agents (other persons or pets) that are directed to the 
child subject of the specimen record" (p 46). 
Gump's ecological psychology (1975) builds upon Barker's, but adds constructs that 
make it possible to measure even smaller elements and parts of the operating environment. 
Segments have the same properties as behavior settings and can be examined in terms of 
the number of sites occupied, their duration, the group size, and the issue or purpose with 
which the segment is concerned. Segment analysis has shown that participants are guided 
by signal systems in group action structures. Group action structures , like Murray's 
principles of progressive conformity and environmental press and Rosenthal's attraction 
and holding power, are extra-individual patterns which make it possible to predict 
behaviors in classrooms. 
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Gump's constructs have made it possible to examine the behavior of teachers and 
children, and have provided information on the coercive influence of settings on behavior. 
According toGump (1975b)," A pupil travels through a series of environmental segments 
during his school day. Each segment includes milieu and program constituents" (p. 50). 
Each segment can be examined for relationships between aspects of the behavior setting 
and the standing patterns of behavior in that setting. It is possible to examine even smaller 
"milieu-with-program niches" (p. 118) such as the art comer or block comer of a nursery 
school, and even smaller environmental dimensions such as noise. 
Gump, however, does not deny the need for research which examines the influence of 
more expansive settings on behavior: 
The narrow span investigations have the advantage of simplicity and 
feasibility; findings are often concrete and practical. 
There are, however, certain ecological interests which can only be pursued 
by wide span research.... some way must be found to deal with whole 
institutions and neighborhoods, (p. 118) 
This concern with the need for wide span research is reflected in the "ecology of human 
development" described by Bronfenbrenner (1979). 
Bronfenbrenner (1979) views human nature as pluralistic in that different environments 
produce different behaviors. His conceptualization of the developing human is one of 
"nested" environments, from the immediate environment to society and culture, all levels of 
which influence development. The most influential environment on immediate behavior is 
conceptualized as the microsystem, the immediate environment, with particular physical 
and material characteristics, where patterns of activities, roles, and relations are most 
directly experienced by the developing person. Examples of a microsystem may be a 
school, a home, or a church. 
In the microsystem, the basic unit of analysis is the dyad, or two-person system, which 
Bronfenbrenner felt had the most significant impact on development: 
The environmental events that are most immediate and potent in affecting a 
person's development are activities that are engaged in by others with that 
person or in her presence. Active engagement in, or even mere exposure to, 
^ d.oinf often inspires the person to undertake similar 
activities on her (sic) own. (Bronfenbrenner, 1979, p. 6) 
In addition to the microsystem, other systems impact the developing person: the 
inesosystem, or the interrelationships between microsystems, the exosvstem 0r the 
society, and the maerosystem, or the culture. Bronfenbrenner's ecology of human 
development attempts to create a methodologically rigorous theoretical model which 
prescribes experimental methods. This approach requires that an individual be viewed as a 
participant in many overlapping and changing contexts; and the behavior of other 
participants, the behavior of the individual, and the intentions and impressions of the 
individual must all be taken into account The tools for implementing this approach elude 
most researchers. 
Constructs for the Human Ecological Approach to Early Childhood Education 
Although there is a need for wide span research using an ecological perspective, some 
researchers have refined the "narrow span" approaches described above and applied them 
directly to school settings. The application of ecological psychology to early childhood 
settings has been refined in Day's (1983) Early Childhood Education: A Human 
Ecological Approach. "The early childhood setting must be considered an ecological system 
in which all of the elements—physical setting, children, adults, time, purposes, and 
materials—contribute to whatever behaviors that occur there" (p. 190). The human 
ecological approach to early childhood education focuses on the early childhood classroom 
and segments of the classroom denoted by activity/area labels such as the Dramatic Play 
Area, the Puzzles and Games Area, Circle Time, and the Library Comer. These segments 
are characterized by the same patterns identified in behavior settings: (1) a child's behavior 
changes from segment to segment, (2) the behavior of children in the same segment tends 
to be more alike than their behavior in another environment, and (3) there is a consistency 
in a child's behavior within any segment of the early childhood classroom. Any behavior 
12 
setting (such as a kindergarten) or segment (such as the Circle Area) has a wide variety of 
appropriate behaviors. 
Like Barker, Day believes that behaviors must be examined as they occur naturally. 
Unlike Barker, Day adheres to a transactional, or interactionist, rather than a neutral theory 
of development. Transactionist developmental theory has been applied to education by 
Montessori (1964), Dewey (Weber, 1971), Forman and Kushner (1977), and Kamii and 
DeVries (1978). According to Day, these authors would all agree that "the primary 
function of the teacher is to prepare an environment in which children can become engaged 
in the process of constructing knowledge and understanding" (p. 95). Although the 
transactionists assume that each of us influences and is influenced by our environment, 
they have, according to Day, spent little time describing the context of behavior: 
As in the case of Piaget and Kohlberg, there has been a devotion to the 
description of stages or phases of human development and only a nod to the 
contribution environment makes to growth, (p. 99) 
The application of a transactionist approach to early education must "rest as much on an 
understanding of the role of the environment in child development as it does on the 
knowledge of the natural progression of human behavior" (p. 99). Moreover, the presence 
or absence of a behavior in any program is more likely a function of certain aspects of the 
behavior setting than of antecedent conditions in the lives of children (Day, 1983, p. 273). 
The human ecological approach to early childhood education emphasizes the influence 
of the immediate setting on behavior; however, the individual influences the environment as 
well. It is more explicit than Barker's behavior setting analysis since it also clarifies the 
effect of a child's behavior on the setting. A child may affect a segment (1) by 
modification of the intent of the area or activity, (2) by construction upon the intent of any 
area or activity (e.g. by combining materials to generate new activities or to redefine the 
area), and (3) by nonparticipation in an area or activity. Although we should not discount 
the effect of social pressure and learning on individuals' behavior in any setting, the form 
and structure of the environment influences how we act (p. 109): 
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We behave as we do in all behavior settings largely because the nhv«;irai 
aSd on^°f thf 5tl?n8’ consequences of enculturation and instruction 
d °^Vn SklS V1 Perce.lvin8 the requirements of the situation all 
combine to establish standing patterns of behavior, (p. 110) 
This study uses the constructs, methodology, and assumptions derived from a human 
ecological approach to early childhood education (Day, 1983). The validity of this 
perspective is well-founded in the studies of environment-behavior relationships conducted 
by Barker (1968), Gump (1975a and 1975b), and Schoggen (1978). Some researchers 
have adopted the ecological perspective and have found that changes in the design of 
physical space and the arrangement and presentation of materials increased the frequency 
and broadened the range of certain behaviors (Shure, 1963; Rosenthal, 1973; Weinstein, 
1977; Phyfe-Perkins, 1980; Sutfin, 1980; Kritchevsky and Prescott, 1969). Others have 
found that changes in the design of physical space and the teacher-child interactions 
increased learning-task related behaviors (Bumsted, 1981). In a study of on-task behavior 
in an integrated nursery school, the area of the classroom, rather than the role of the 
teacher, correlated more highly with on-task behavior (Warner, 1984). Finally, the 
constructs for a human ecological approach to early childhood education have been applied 
in some studies to show that the impact of the physical design, the amount and presentation 
of materials, and the teacher-child interactions on behaviors are of use in evaluating 
program quality in early childhood classrooms (Day and Sheehan, 1974; Day, Perkins and 
Weinthaler, 1979; Day et al., 1982; Day, 1983). 
Need for the Study 
In recent years, the research in early childhood education and in language development 
has been expanding to view the child across a greater number of contexts (Genishi, 1981, 
p. 110). The parallels between early childhood education and language development 
research are reflected in the changing definitions of "context." Once a concrete, or global, 
concept such as "the school" or "the home," "context" has come to take on many additional 
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meanings, which, heretofore, had been designated as elements of the context. 
Mother-child conversations, nonverbal behaviors, lessons, and even areas of the classroom 
have been examined for clues to describe the relationship between the environment and 
behavior. In order to design kindergarten settings which provide children with 
opportunities to engage in transactions with the environment for literacy activities, 
researchers must describe the contexts in which literacy activities are observed. 
As mentioned earlier, there is a great deal of controversy in the literature on children’s 
reading and writing activity. Prior to 1972, much of the published research on reading and 
writing had been concerned with the mastery of skills and the mechanics of reading and 
writing (Graves, 1980). Studies were conducted examining the effects of direct instruction 
on the acquisition of skills by young children. Rowe has pointed out that 
To date, there have been only a few studies which have attempted to 
observe how young children learn literacy as they interact with others in 
their daily activities at home or at school. Most of our current evidence 
about the nature of the cognitive and linguistic strategies involved in literacy 
learning comes from observations of children's responses to specifically 
designed literacy tasks. (Rowe, 1987, p. 5) 
This emphasis on the intra-individual aspects of reading has failed to provide descriptions 
of the environment. This traditional approach to reading in kindergarten was described in a 
study by Putnam: 
Called the 'pre-reading skills' approach, its underlying assumption is that 
success in learning to read is best assured if mastery in certain foundation 
skills precedes instruction in decoding. The foundation skills which are 
most often emphasized fall into four areas: visual discrimination, auditory 
discrimination, letter naming and comprehension. (Putnam, 1982a, p.9) 
Bloom's (1971) contention that more could be taught earlier led to the inception of formal 
programs to teach children phonics in kindergarten so they could begin to read at a younger 
age. Large publishing houses such as Houghton Mifflin and Arista produced kindergarten 
versions of their basal readers which were colorful (e.g. Getting Ready to Read, Hamson 
and McKee, 1971) or playful (e.g. Alpha Time. Weimann and Friedman, 1976). In most 
instructional programs, scope and sequence charts guided the curriculum. Chall (1987) 
criticized this microscopic view of teaching reading to young children and identified more 
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macroscopic stages which were still based on a "bottom-up" perspective. The "bottom-up- 
perspective was based on a belief that children learned to read in orderly stages in which 
one skill preceded the next (Zintz and Maggart, 1989, p. 8). Chall has described the stage 
from birth to age six as the "prereading stage" when children learn about letters, words, 
and books, but do not yet associate the letters with parts of spoken words. An advocate of 
the "bottom-up" approach, Chall (1987) writes: 
Research evidence over the past 70 years indicates overwhelmingly that 
du-ect instruction m phonics is needed and contributes to better development 
of decoding, word recognition, and comprehension, (p. 8) 
In addition, the recent paper becoming a Nation of Reader^ (Anderson et al., 1985), 
which examined the current "state of the art" in teaching reading, concluded: 
On the average, children who are taught phonics get off to a better start in 
learning to read than children who are not taught phonics (p. 37). 
In contrast, The National Association for the Education of Young Children 
(Bredekamp, 1987) has recently issued a position statement which defines developmentally 
appropriate language development and literacy practices in early childhood classrooms for 
children from birth through age eight. This position provides us with a very different 
picture of reading and writing in early learning environments. The "appropriate practice" 
for language development and literacy has been described as follows: 
Children are provided many opportunities to see how reading and writing 
are useful before they are instructed in letter names, sounds and word 
identification. Basic skills develop when they are meaningful to children. 
An abundance of these types of activities is provided to develop language 
and literacy through meaningful experience: listening to and reading 
stories and poems; taking field trips; dictating stories; seeing classroom 
charts and other print in use; participating in dramatic play and other 
experiences requiring communication; talking informally with other 
children and adults; and experimenting with writing by drawing, copying, 
and inventing their own spelling. (Bredekamp, 1987, p. 55) 
This position has probably been influenced by the growing body of research advocating 
a "whole language" approach. In contrast to a reductionist perspective, which advocates 
direct instruction in the parts of written language to achieve competency in reading and 
writing, this position has been described as a process in which reading and writing are 
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learned by differentiation from the whole to its parts. According to some authors, the 
"whole language" approach focuses attention on the cognitive conflicts children resolve in 
learning to read and write by assimilating and accommodating new schema (DeVries and 
Kohlberg, 1987/1990). 
Studies of the reading and writing activities of young children prior to formal 
instruction (Durkin, 1966; Clay, 1972; Clark, 1976; Wells, 1980, 1985; Taylor, 1983; 
Bissex, 1982; Heath, 1983; Ferreiro and Teberosky, 1982) have raised questions that have 
caused us to re-examine the ways we define reading and writing. In contrast to a 
reductionist approach that is based on the mastery of skills needed for reading and writing, 
these researchers agree with Halliday (1977) that "learning how to mean" is a "whole 
language process. Rather than emphasizing the products or skills acquired through direct 
instruction, some authors seem to concur with Goodman’s description of reading as a 
"psycholinguistic guessing game" (1976) and suggest that the processes, rather than the 
products, of reading and writing, should guide research efforts. (Chomsky, 1972; Smith, 
1978; Read, 1971; Graves, 1983; Calkins, 1983,1986; Ferreiro and Teberosky, 1982; 
Harste, Woodward and Burke, 1984; Holdaway, 1979,1980,1983,1986; and Newman, 
1985). 
It has been recognized that the psycholinguistic research on how children learn to read 
and write does not translate easily into practices or pedagogy (Teberosky, 1982 in DeVries 
and Kohlberg, 1987/1990). Some researchers feel that it may be helpful to bring "what 
happens in the classroom" as close as possible to "what happens in the child's head" 
(p. 244). 
The debate over "whole language" versus basal reading programs continues in the Field 
of reading research. A number of studies have been conducted contrasting theoretical 
orientations to literacy in early childhood settings. These studies have compared whole 
language to mechanics/skills classrooms (Wilucki, 1984); literate environments to reading 
readiness kindergartens (Putnam, 1982a and 1982b); language experience to phonics 
17 
approaches (Meyer et al„ 1986); implementing whole language classrooms to 
nonimplementing classrooms (Taylor et al„ 1986); and literacy-based to traditional and 
mastety classrooms (DeFord, 1984). In a recent quantitative research synthesis comparing 
the effects for the basal reading program to the effects for whole language/language 
experience approaches, Stahl and Miller (1989) found that overall, effects for basal reading 
programs and whole language/language experience approach programs were equal, but 
whole language/language experience approaches might be more effective in kindergarten 
than in first grade. In a recent comprehensive review of the research on beginning reading, 
Adams (1990) grapples with the issue of how reading should be taught but shows an 
obvious bias for the direct-instruction of phonics by describing young learners who are not 
decoding words as prereaders," by including numerous studies of structured tasks (and 
only occasionally referring to to more naturalistic research), and by omitting mention of a 
developmental, literature-based approach in the final chapter of her book. Criticisms have 
been raised by Bloome (1991) and Strickland (Adams, 1990, pp. 426-433). No conclusive 
evidence at this time can guide reading instruction in the direction of a skills-oriented or 
whole-language-oriented approach. 
An alternative perspective has derived from the field of sociolinguistics. In contrast to 
the literature which focuses on processes within the child, researchers from the field of 
sociolinguistics have pointed out the need to look at early reading and writing in terms of 
what goes on among individuals; that is, the social processes. They suggest that the context 
or social setting that surrounds the child should be investigated. Studies taking this 
approach concentrate on how children learn reading and writing as social practices and seek 
to explain how children become members of particular communities of readers and writers 
(Gundlach et al., 1985, p. 7). Much of this research (Heath, 1983; Bissex, 1982; Taylor, 
1983; Schiefflin and Cochran-Smith, 1984; Bloome, 1986; Taylor and Dorsey-Gaines, 
1988) is characterized by case studies of individuals or ethnographic studies. Classroom 
research has shown that when the social context is accounted for, students who appear to 
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on task may be engaging in mock participation" or "procedural display" (Bloome, 
1986, p. 72). Such findings highlight the difficulty encountered in observational studies 
and indicate that what is observed (e.g. looking at a teacher who is reading a story) may be 
vety different from what is actually taking place (e.g. the child may no, be listening to the 
story but may be thinking of something else altogether). These studies often limit the 
interpretation to interpersonal or intrapersonal factors, which may still represent only part 
of the context, rather than accounting for other environmental factors which may be 
equally, or even more influential. 
Barr (1986), in examining the research on reading instruction in classrooms, found 
that "most of the naturalistic research to date has treated teaching as a discrete set of 
behaviors (p. 234). She suggested that naturalistic research was preferable to experimental 
research which "suffers from other problems of ecological validity" (p. 232) such as 
treating variables as independent, and assuming that classroom settings can be controlled in 
the same ways a laboratory can be controlled. Naturalistic studies, in contrast, usually 
employed ethnographic techniques for collecting data. According to Bloome (1983) 
"[cJalls for the use of ethnographic techniques in the study of reading are based on (1) the 
need to capture the reading processes as they evolve, and (2) the need to capture reading 
events within the ecological settings in which they occur" (p. 176). When ethnographic 
techniques are used, however, another type of problem arises. Interpersonal factors 
represent only part of the context in classrooms. Another problem which arises with 
ethnographic studies has been identified by Barr: "[a] major problem is that the attempt to 
be comprehensive has led to a proliferation of variables" (p. 234). 
This study has derived from a need for naturalistic research of literacy events in 
kindergarten classrooms. Literacy events and aspects of the behavior setting have been 
operationally defined and closely examined. The study was conducted based on the 
assumption that literacy activities which provide opportunities for transactions with the 
environment are important behaviors in kindergartens. The constructs and methodology of 
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a human ecological approach to early childhcxxi education (Day, 1983) have provided a 
framework for examining the conditions under which literacy events ate observed. The 
need to describe "what goes on" in kindergartens during literacy activities has driven the 
research. 
Significance of the SmHy 
Nowhere m the research has there been a systematic investigation of the reading and 
writing activities of children in and across all areas of the kindergarten classroom. This 
study is important because it describes elements of the behavior setting when and where 
literacy events occur. In this study, an ecosystem, the kindergarten classroom, has been 
examined with respect to literacy events, in order to find out the conditions under which 
literacy events occur. This study is a systematic investigation of the reading and writing 
activities of children in and across all areas of the kindergarten classroom. 
The value of a study of reading and writing conducted from an ecological perspective 
rather than from a preconceived theoretical orientation to literacy is obvious. The research 
on reading and writing has been, and continues to be, divided. A great deal of time and 
energy have been dedicated to the pursuit of literacy as a developmental or learned 
phenomenon. A human ecological approach to early childhood education is based on the 
premise that both learning and development are the result of transactions with the 
environment. Children learn and develop if they are given opportunities to engage the 
environment in transactions. Based on this assumption, the opportunity to engage in 
literacy activity in kindergarten classrooms may more likely be a function of certain aspects 
of the behavior setting where literacy events are observed than of antecendent conditions in 
the lives of the children. It is important to describe the aspects of the behavior setting and 
their interrelationships while children engage in literacy activities. 
Although the research on reading and writing is characterized by controversy, in the 
review of the research it was possible to glean from the studies information about aspects 
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of the environment which were related to literacy events. Special attention has been given 
to those studies which included descriptions of the design of physical space, the amount 
and presentation of materials, and the adult-child interactions. By looking at the research 
from an ecological perspective, rather than from a theoretical orientation that literacy 
develops or is taught, i, was possible to glean new infotmation on environment-behavior 
relationships which may have been overlooked in these studies. Examination of the 
literature from a "new angle" seems valuable. 
It is important to gather data contextually. Many studies of reading and writing have 
been conducted in settings which have been contrived. In this study, four kindergartens in 
neighboring schools were studied. Children's naturally occurring behavior was used to 
assess literacy activity. The Behavior Checklist of Child-Environment Inremminn- SrrnnH 
ff*ay> Perkins and Weinthaler, 1982) is an interactive instrument in which behavior 
is always coded by area or activity, by teacher's role, by group size, and by other features. 
Without changing the procedure it can be modified to measure other behaviors (Day, 1983, 
p. 276). The instrument has been modified to account for literacy events. A taxonomy was 
generated, tested in a pilot study, and modified. This modified taxonomy accounted for 
81.9% of the literacy activity that was observed. The other 18.9% has been described in 
fleldnotes. It is important to account for as much literacy activity as possible in order to 
draw conclusions about behavior-environment relationships. 
This study is important because it describes interrelationships among aspects of the 
behavior setting and literacy events. Literacy events are identified; the design of physical 
space, the amount and presentation of materials, and the teacher-child interactions are 
described; and interrelationships are analyzed. Through focused observations conducted in 
random order over a four-week period in four kindergarten classrooms, this study 
describes a diversity of literacy events and the characteristics of the behavior settings where 
they occurred. 
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Limitations and Delimi^r^ 
In defining "Literacy Events" as "when the child interacts with objects as if he/she is 
reading or writing " (Anderson, Teale, and Estrada, 1980, p. 59) or is listening to a story, 
this investigator has extended the definitions of children's reading and writing to include all 
reading-like and wnting-like events. A taxonomy has been generated to describe literacy 
events in terms of engagement in transactions with the environment. Activities have been 
carefully defined. Those events which were not accounted for in the taxonomy were coded 
as other and were described in fieldnotes. Although this pragmatic view does not capture 
the "nature" of reading and writing activities as they are experienced by children, it does 
capture the relationship between the environment and what children are doing there. 
Adopting this pragmatic view of the reading and writing activities in kindergarten 
classrooms does not contradict the position that reading and writing are internal processes 
that can be understood when the child is used as informant. However, this study does not 
describe the intentions, motivations, and meanings that children bring to literacy events. 
Additionally, this study does not provide a close examination of the social interactions that 
surround literacy events. Dialogues between teachers and students were recorded only 
occasionally in the fieldnotes. 
Although the human ecological approach to early childhood education is a theory 
neither of literacy learning nor of literacy development, it does provide the constructs for 
re-examining literacy activity from a transactionist perspective. The importance of the 
environment has been recognized: 
The physical environment of the classroom can be a powerful teaching 
instrument, or that environment can be an undirected and unrecognized 
influence on the behavior of teachers and children.... Knowledge of the 
relationship between physical surroundings and behavior is a practical tool 
for planning, organizing, and adapting a learning environment.... The 
environment can become an extension of the teacher. (Loughlin, 1977, 
p. 125) 
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The definition of literacy events as "when the child interacts with objects as if he/she is 
reading or writing" (Anderson, Teale, and Estrada, 1980, p. 59) or is listening to a story 
has limited the scope of the investigation to events in which written language was present. 
Other events, such as the re-enactment of a story, or the recitation of a poem from memory, 
may be literacy events, but have not been identified as such in this study. 
The use of the modified form of Ike Behavior Checklist of rhild-Environmem 
Imeraction; Second Edition (Day, Perkins and Weinthaler, 1982) for measuring literacy 
events makes it possible to observe reading and writing activities contextually throughout 
the kindergarten classroom. By using the time-series approach, this researcher has 
controlled the impact of such factors as maturation, testing effects, regression, selection, 
mortality, and the interaction of selection and maturation. Problems that can arise with this 
approach are related to history, instrumentation, and interaction of selection and the 
intervention (Hambelton, Swaminathan, and Cook, 1982). This study has made use of the 
time-series approach in examining the environment-behavior paradigm in kindergarten 
classroom environments. Careful attention has been made to control for history, 
instrumentation, and the interaction of selection and intervention. One limitation addressed 
in the study has been the loss of data due to coding. Since coding does not provide the 
detail afforded by audiotaping, videotaping, or artifact collecting strategies, field notes 
were also collected, and details were recorded when literacy events were observed in order 
to preserve some of the descriptive data not accounted for in the instrument. 
The present study analyzes the relationship of certain aspects of the environment in 
four kindergartens in three schools in the same district and bordering one another in an 
urban center in Western Massachusetts; i.e., design of physical space, amount and 
presentation of materials, and teacher-child interactions to children's reading and writing 
activities. Although the results are not directly applicable to other kindergartens, the study 
provides useful descriptions of the interaction of environmental variables on children's 
reading and writing activities in these four kindergartens. Since generalizations can be 
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made with more confidence when patterns are identified consistently across a variety of 
settings, the generalizability was increased when findings were similar across classrooms. 
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CHAPTER II 
REVIEW OF RESEARCH 
Introduction 
Takanishi pointed out the changing relationship between early childhood education and 
research when she wrote: 
A history of research on children reveals a continuing tension between 
doing science and using its findings.... We can continue in the present 
situation or work for a closer integration based on a pluralistic conception of 
v hi °,f kno*m5'. Research in early education should be orientedPtoward 
highly dtscipltned rnquiry with complex understanding and critical reflection 
purposes, eduCatio" Setti"Ss and its 
A similar tension between "doing science" and "using its findings" has characterized 
the relationship between research in reading and writing and applicability to educational 
settings. Liberties have been taken in this review of the research in an effort to achieve 
closer integration. This author has focused on certain aspects of the environment, 
specifically design of space, amount and presentation of materials, and the nature of the 
adult-child interactions throughout the literature. The search for factors in the 
environment related to literacy activity is not original. Teale used a similar strategy in his 
reviews of research on early reading (1978), parents' reading to their children (1981), 
and written language development during the preschool and kindergarten years (1986). It 
is not the intention of this reviewer to replicate Teale's efforts, but rather to emulate them. 
His strategy for analyzing the literature was described in his review of the research on 
early reading. In selecting and organizing the research on early readers, Teale examined 
only studies which considered environmental factors, which defined early readers as 
those who had not received formal school instruction in reading, and which were based 
on alphabetic orthographies. Aside from this disciplined approach in selecting and 
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organizing the research, Teak admits a somewhat less traditional approach in drawing 
his conclusions: 
our factors were identified as being repeatedly associated with the 
environment of early readers. Each factor discussed below is essentially an 
impression gleaned from data and conclusions which recurred throughout the 
studies reviewed. The prompting for this type of interpretation comes especially 
from the studies of Durkin (1966) and Clik (1976). The willingness^ to * 
mn makef^V data WJ,th mterPretation and impression is what, in the long 
!^es ^eir research so valuable to educators. 
rationally, these fourfactors have hegn teased out for the purpose of 
1 dRS?ript9rs of thr environment (underline mine). 
Like Teale, this researcher has "teased out" of a larger number of investigations the 
recurring factors. The organizing principles which have guided this review of the research 
are an interest in design of physical space, amount and presentation of materials, and 
adult-child interactions during literacy events. A review of the literature with special 
attention to certain aspects of the environment, permits the identification of some aspects of 
the behavior settings which have been found to be related to children's reading and writing 
activities. 
Many studies on young children's reading and writing activities have been conducted in 
laboratory-like settings, outside the classroom in schools and clinics. Children have been 
tested, interviewed and observed in one-to-one interactions with researchers or their 
assistants. Many studies call for demonstrations by children in structured situations in 
which the tasks themselves may have influenced children's writing behaviors (Sulzby and 
Teale, 1985; Ferreiro and Teberosky, 1979; Clay, 1975; Hayes and Cherrington, 1985; 
Harste, Woodward, and Burke, 1984). For example, Sulzby (1986) found that when 
kindergarten children were asked to "write everything you can," they usually produced 
lists. When asked to "write a story," they usually chose "lower-level" writing systems 
such as drawing, scribbling, or strings of letters (Sulzby, 1986, p. 224). Some of the 
studies conducted in structured situations have contributed to an understanding of the 
problem-solving tactics children employ while composing. The "hypotheses" and 
"principles" described by Ferreiro and Teberosky (1979) and Harste, Woodward, and 
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Burke (1984) have transformed the way teachers look at students' writing in preschools 
and kindergartens. 
In other studies researchers have entered classrooms (Dyson, 1985); 
teacher-researchers (Hippie, 1985; Hilliker, 1982; Calkins, 1983 and 1986; and 
Graves,1983) have observed children in their classrooms in situations that have been 
designed, engmeered, and structured to assess literacy development. As Day found was 
characteristic of other developmental studies (Day, 1983, p. 99), in these studies there has 
been a "devotion” to the description of literacy development, and "only a nod" to the 
contribution made by the environment. In an attempt to enhance "ecological validity" 
throughout this inquiry, studies such as these will not be featured in this review of the 
research. 
The reading and writing research that has been selected for this review uses, for the 
most part, naturalistic observations. The treatment of the data is generally correlational. 
The nature of the research is often exploratory, or generative, in that it leads the way to 
change by clearly describing the present. The methods and assumptions are consistent with 
those which derive from the fields of environmental psychology and the ecology of 
classrooms. 
In reviewing the research contributed by ecological psychology describing 
environment and behavior relationships in early childhood classrooms,the current study 
focuses on the microsystem. Day (1983) contends that the modal behavior of children in 
early childhood settings is related to the interaction of variables in the immediate 
environment. Others, like Bronfenbrenner (1979), are skeptical that the close examination 
of the microsystem, without attention to the other levels of the ecology of human 
development, is of any value whatsoever. 
Despite Bronfenbrenner’s skepticism, this exploratory investigation has been 
undertaken at the microsystem level. The studies reviewed in this section share the 
following assumptions: (1) population density can be used in early childhood settings as a 
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measure of area popularity; (2) the naturally occumng behavior of children in early 
childhood settings is an index of "wha, gc*s on- there; (3) observations should be 
conducted without disturbing the ecology of the setting; and (4) there is a variety of 
procedures for observing children including time-sampling-by-child, behavioral mapping, 
and behavior checklists. The research which supports the adoption of an ecological 
perspective when examining the relationships between the environment and behavior in 
early childhood settings follows. 
Relationships between Environment anrl Bfhpvi™- 
Can classroom behavior be analyzed in terms of the children's interactions with their 
immediate environment? The constructs and methodology decribed by ecological 
psychologists such as Barker (1968), Gump (1975), and Day (1983) make this attempt 
feasible. 
The constructs for the ecological perspective have been described in Chapter One. Of 
special interest in this review of the research are those aspects of the behavior setting 
described in Day and Sheehan's (1979) study, also described by Day, Perkins and 
Weinthaler (1979), which were based on extensive observations of naturally occurring 
behaviors in a variety of early childhood classrooms. The researchers suggest that, in early 
childhood classrooms, some aspects of the behavior setting are more important than others 
in influencing children's behaviors in those settings. 
The wide variety of behaviors that has occupied the attention of early childhood 
ecologists reflects the wide range of educational philosophies and values in early childhood 
education. Early studies (Shure, 1963; Rosenthal, 1973 in Phyfe Perkins, 1980; Prescott, 
1973 in Gump, 1975) focused on issues such as participation, affect, constructiveness, 
social participation (Shure, 1963), attraction, holding power, and the freedom to choose an 
activity without pressure (Rosenthal, 1973, in Phyfe Perkins, 1980; and Prescott, 1973 in 
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Gump, 1975). Others have focused on "on-task" behavior (Gump, 1975, p. 105; 
Phyfe-Perkins, 1980; and Warner, 1984). Some have combined interest in socialization 
and academic behaviors. Kritchevsky and Prescott (1969) have examined attention span, 
group participation, dramatic play, nondisruptive free choice of activities and goal-directed 
behaviors in their inquiry. Weinstein coded forty-eight behaviors in her study of a 
second-third grade, self-contained, "open" classroom. Sutfin (1980) coded sixteen 
behaviors and fifteen activities in which kindergarten children frequently engage. Smith 
and Connolly (1980) identified 114 behavior units in their research of the ecology of 
preschool behavior. 
Along with a variety of behaviors, the review of the research includes a variety of 
early childhood contexts which have been identified as impacting behavior. Early 
childhood subsettings, or segments, within a single classroom have been examined by 
some researchers (Shure, 1963; Rosenthal, 1973). Others have examined the effects of 
small scale changes made within the same setting (Weinstein, 1977; Warner, 1984; Sutfin, 
1980; Bumsted, 1981). Some researchers have compared different types of contexts to one 
another (Kritchevsy and Prescott, 1977; Day and Sheehan, 1974; Smith and Connolly, 
1980, Loughlin and Suina, 1982). Phyfe-Perkins compared two architecturally similar, 
philosophically "open" centers that varied in the arrangements of semi-fixed space, the 
display and type of materials, the scheduling of activity segments, and the behavior of 
adults (1980, p. 115). Loughlin and Suina (1982) suggested that teachers should observe 
children's personal use of space in the classroom and in the community, as well as 
"provision" the classroom for learning by incorporating materials that can reflect the 
community. Although the contexts for examining environment-behavior relationships 
differ from study to study, the methodology for each of these investigations has been based 
on the assumption that the naturally occurring behavior of children in classrooms warrants 
investigation. 
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Out of the studies examining the relationships between the wide va 
and the wide variety of contexts in early childhood settings, there is gi 
the premise that the modal behavior of the children in early childhood 
wide variety of behaviors 
the studies examining the interaction of these variables will be explored. 
BbYSical Setting and Materials Are Related to BehavW 
A number of studies (Shure, 1963; Rosenthal, 1973 in Phyfe-Perkins, 1980; 
Kritchevsky and Prescott, 1969; Weinstein, 1977; Phyfe-Perkins, 1980; Sutfin, 1980; 
Smith and Connolly, 1980) support the position that there is a relationship between 
children's behaviors and both the design of the physical setting and the amount and 
presentation of materials. Phyfe-Perkins (1980) reviewed the research concerning the 
influence of the physical environment on children's behavior in preschool settings and 
described studies which confirmed the influence of the physical environment on children's 
behavior in preschool settings. She found studies to support the impact of fixed vs. 
semi-fixed space; the amount, type, and display of materials; and the interaction between 
space and materials. Her comprehensive review supported the belief that at least some of 
the variability in children's behavior in preschool settings could be attributed to aspects of 
the environment. Studies were cited which showed that dimensions of the physical space 
(e.g. crowding) influenced aggression, sharing, onlooker play, attentiveness, 
noninvolvement, and involvement Phyfe-Perkins found little conclusive research which 
examined the arrangement of equipment and the division of space, both inside and outside, 
into closed and open space. The amount, variety, type and display of materials were found 
to be related to the attention span, social value and holding power of the materials. From 
those studies which assumed an ecological perspective, Phyfe-Perkins concluded: 
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itudies ttnd 10 p°in' in one direction-that the 
th^m h^A°^SUbSergS’ es,pecia"y *e materials provided in 
11,6 chi,dren entenng -*— 
Shute (1963) analyzed five nurse,y school subsettings during free play periods in one 
classroom and found that children's behavior differed depending upon the learning center 
where they were engaged and the materials that were available. Although the Blocks and 
Art areas were the largest and most popular based on population density, the least popular 
area in terms of density, the Books area, was characterized by high levels of participation 
behavior. In a similar study described in Chapter One, Rosenthal (1973, in Gump, 1977) 
found that the Art area was more popular than the Blocks area, and that the holding power 
of art materials was significantly greater than that of blocks. 
Some researchers have introduced ecological intervention strategies to effect changes in 
behavior. Small-scale changes in the design of the physical space have been shown to have 
an impact on the accessibility of materials and the behaviors observed in early childhood 
classrooms (Weinstein, 1977; Sutfin, 1980). 
Weinstein (1977) observed a second-third grade, self-contained, "open” classroom for 
modifications in student behavior through changes in the physical design. Although she 
reports that she did not change the amount of materials in the classroom, she made 
materials more accessible to children by organizing the spaces in which materials were 
stored. Using a time-sampling-by-child procedure, Weinstein coded "common sense, 
overt behaviors" (p. 251) from a list of 48 behavior categories, including "reading," 
"writing," "creative writing," and "interacting with print." The obvious overlap in these 
activities limits the value of her taxonomy based on "common sense" rather than operational 
definitions. Weinstein confirmed her hypothesis that "small-scale changes in the physical 
setting of the classroom could produce changes in student behavior in predictable, desirable 
directions" (Weinstein 1977, 259). Weinstein did not account for the teacher-child 
interaction in her study, except to mention that the teacher spent most of her time working 
with individuals or small groups of children. 
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The methodological and generalizability limitations imposed by "common sense- 
definitions and logical explanations were magnified in a study examining small scale 
changes in the design of the physical space in a kindergarten classroom. Sutfin (1980) 
conducted an exploratory study to show relationships "in a very broad sense between 
physical environment and behavior (Sutfin 1980. vi). After identifying 16 behaviors and 
15 activities (including listening to records or stories and reading or looking at books, pp. 
39-43), she hypothesized relationships between kindergarten children's behaviors and 
activities during "free choice time" and some specific aspects of the physical kindergarten 
environment. Sutfin found that, to some degree, some behavior does change when (1) 
there is an increase in the variety and amount to do per child, (2) activity areas are clearly 
defined, (3) storage space is near appropriate areas, and (4) an area is more attractive. She 
concluded that, "Where expected changes were not found, there seem to be some logical 
explanations” (Sutfin 1980,90). There was interference in the collection of data when the 
teacher closed certain areas which she felt were being "over-used" by the children, in 
order to provide a more well-rounded curriculum. Unfortunately, Sutfin, like Weinstein 
(1^27), did not take into account the teacher-child interaction. In her summary statement, 
she almost apologizes for this oversight, when she states: 
This study did not take into consideration the location of the teacher. 
We know from informal observation that the teacher's presence 
makes a difference This interaction should be noted in future 
studies. (Sutfin, 1980, p.104) 
In an attempting to maximize ecological validity, researchers have been confronted with 
a number of methodological challenges. Problems weaken the impact of broad-based 
studies such as those conducted by Weinstein (1977) and Sutfin (1980). The first apparent 
weakness is inattention to the location of the teacher in the classroom. The second problem 
is the incidental treatment of major ecological changes in the classroom. The third problem 
is the proliferation of variables resulting from such broad-based inquiries. There is 
obviously a need for research which focuses on operationally defined behaviors, specific 
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areas of classrooms, and the relationship between design of space and arrangement of 
materials. 
Some of these problems have been addressed in a broad-based investigation to test for 
the general effects of environmental variation on children's behaviors in preschools. 
Within an extensive research project. Smith and Connolly (1980) conducted two 
experimental studies in which the number of children attending the playgroup on different 
days was varied, while the resources were held constant. When the children were allowed 
to choose their own activities without direction from the teacher, the most important factors 
were found to be "the amount of space available for the children to play in and the amount 
of play equipment for them to play with" (p. 19). When children were in small groups of 
about ten there was an increase in cross-sex friendships, and in fantasy and sociodramatic 
play. Even in these studies however, the nature of the teacher-child interactions was not 
clearly defined. Although children were not being directed to activities by their teachers, 
nor were the teachers passively observing children’s play. The impact of teacher absence 
from, participation in, or observation of an activity was not described. 
.Physical Setting and Adult-Child Interactions Are Related to Behavior 
In a review of preschool teacher behavior research, Phyfe-Perkins (1981, in Warner, 
1984, p. 92) concluded that effective preschool teachers are encouraging, use positive 
types of instruction, are involved with children's activities, and are child-centered. Very 
few researchers (Bumsted, 1981; Prescott, 1973 in Gump; and Warner, 1984) have 
focused on the interaction between aspects of the physical setting and the teacher-child 
interactions. Since Bumsted conducted her research in a fourth/fifth grade classroom it will 
not be described in detail here. Two studies examining relationships between "on-task" 
behaviors and design of physical space in early childhood settings (Prescott, 1973; and 
Warner, 1984) are described in the following paragraphs. 
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Prescott (1973, in Gump, 1977, p. 98-99) examined the combined influence of the 
design of physical space and the adult-child interactions on behavior. Four different types 
of early childhood environments wete selected for their "good" quality, and behaviors were 
compared across settings. The dependent variables selected were (1) the time in transition 
between activities, (2) whether the activity was initiated and terminated by external 
pressure, external instigation, or spontaneous direction, and (3) the amount and type of 
adult input. Prescott found that in the "closed center," characterized by clarity, 
dependence, and restriction, most of the activity decisions were made by teachers. In the 
"open center," characterized by ambiguity, independence, variety, experimentation and a 
personal teacher approach, children had much of the activity choice. Family care and 
nursery and home care settings were also analyzed. On the basis of the dependent variables 
selected for this study, the "closed center" fared least well. Children were found to use 
much time in official transitions (24%), to engage in the least spontaneous activity changes 
there, to be under the most adult pressure, and to engage in exploration the least often. In 
addition, children in "closed" centers were most often engaged in "closed" activities such as 
copying, coloring in color books, or working with puzzles. The generalizability of this 
study is limited by Precott's selection process; however, his attention to the interaction of 
aspects of physical settings and adult-child interaction patterns are worthy of note. 
In a more recent study Warner (1984) examined the relationship between on-task 
behavior and the interaction of elements of design and aspects of teacher-child and 
child-child interactions in a preschool integrated with 14 handicapped and 13 
non-handicapped children. Using Day’s (1983) Behavior Checklist of Child-Environment 
Interaction: Second Edition , she measured task-involvement, collected contextual data, and 
coded other factors including the teacher's role (absent, observing, participating, or 
directing), and the group size and composition. This longitudinal study extended over 
three years and involved the collection of data over a two-week period, twice per year. By 
submitting the data to multiple regression analysis, Warner found that Learning/Activity 
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Areas were better predictor* of on-task behavior than the Role of the Teacher in an 
integrated preschool setting. There are limitations for generalizability imposed by this 
longitudinal study of a single integrated classroom, where historical factors such as 
maturation, and attrition factors such as the change of children participating in the program, 
may have caused internal validity problems. However, few eco.ogical studies examine 
behavior-environment relationships over such an extended period of time. 
Amount and Presentation of Materials and AdnifcChM 'meractions Are KslalEd Ja 
Behavior 
There is research to support relationships between the interaction of materials and 
adult-child interactions and behavior in early childhood settings (Gump, 1977, p. 105, also 
in Phyfe-Perkins, 1980, p. 117). 
Gump recorded 596 lessons conducted by 36 teachers on videotape in preschools in the 
Midwest. Persistent signal systems "insulated" the child from distractions. In his analysis 
of the program and format of these videotapes, Gump found that the lowest off-task 
behavior was associated with construction tasks in which the child was acting on materials. 
The behavior of the teacher was influential only in terms of the strength of the signal 
systems. Sequenced signals from a continuous source, such as listening to a teacher or a 
record were related to high on-task behavior. Teacher-led recitation, role play, group 
discussions, and singing and body movement activities lacked sequenced signals and had 
higher off-task scores. Gump concluded that "continuous signal emission, whether from 
teachers or well-organized materials, produces more on-task behavior" (p. 105). 
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The relationships between behavior and the interaction of design of physical space, 
amount and presentation of materials, and adult-child relationships were noted by a number 
of authors who observed the naturally occurring behavior of children in early childhood 
settings (Kritchevsky and Prescott, 1969; Phyfe-Perkins, 1980; Smith and Connolly, 
1980; Day, 1983; Day, 1985; Loughlin and Suina, 1982). Although the methodologies 
and behaviors of interest varied, these studies were based on the assumption that 
relationships between the environment and behaviors should be described. Kritchevsky 
and Prescott (1969) designed a strategy for analyzing the space in an early childhood 
program based on the number of materials. Day (1985) and Day et al.(1979) have designed 
instruments for analyzing children's behavior in early childhood classrooms on the basis of 
space, materials, and teacher-child interactions. Phyfe-Perkins (1980) compared 
classrooms using an instrument that she designed. Smith and Connolly (1980) used a 
"wide-ranging assessment" comprised of "low-inference categories" of 114 behavior units 
(p. 18) in their series of studies. 
In their three-year descriptive analysis of Southern California day care centers, 
Kritchevsky and Prescott (1969) concluded that the most effective predictors of program 
quality were the complexity and variety of materials. The construct designed for analysis of 
space was the "play unit," a space, with or without tangible boundaries, which contained 
something with which to play. The behaviors of interest in their study were attention span, 
group participation, dramatic play, nondisruptive free choice of activities, and goal-directed 
behavior. 
A setting's holding power was basically determined by the number of materials 
available to the children. The methodology for analyzing a setting consisted of four steps: 
(1) classification of each play unit as to its type to determine the variety of activities 
available, (2) rating each unit for complexity (simple, complex, or super), (3) determination 
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of the number of play spaces available (a simple uni, provides one play space; a complex 
uni, four; and a super uni,, eight), and (4) dividing the total number of play spaces by the 
number of children present to determine the amount to do per child. By analyzing play 
equipment based on level of complexity, variety, and amount to do per child, Kritchevsky 
and Prescott (1969) found that complexity sustained attention, and fostered dramatic play 
and social interaction; and that variety facilitated free choice. Although the amount and 
complexity of "play units" seems to be the most important factor for analyzing a program, 
the researchers observed, but did not measure, patterns in the teacher-child interactions 
(which supported freedom of choice) and in design features (such as paths and empty 
spaces) that they felt were also predictive of children's behaviors. 
Smith and Connolly (1980) conducted a number of studies with two independent 
play-groups in Sheffield, England, over a three-year period. The purpose of their 
investigation was to design a sampling procedure which used clear, operational definitions 
of what was measured, and which measured the amount of behavior in different 
environmental settings. 
Two of the studies have been described earlier in the review of the research. The 
interaction of availability of materials and amount of space was found to be related to the 
behavior of children in a free-play setting. In another study, Smith and Connolly compared 
the effects of structured activities to free-play conditions keeping materials and 
arrangement of space constant. Two matched groups of twenty-two children and three 
teachers each were observed before, during, and after an intervention period over a 
twenty-seven week period. Under the structured-activities/adult-choice condition teachers 
involved themselves actively in children's play, initiated conversations with children as 
often as possible, and guided children to participate in two or three small group, 
staff-supervised activities over the course of the morning. Under the free-play /child-choice 
condition teachers were asked not to involve themselves with children unless a child 
specifically asked them, or in cases of harmful behavior. Appreciable differences were 
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noted in the number of verbalizations by teachers, the choices of companions, and the types 
of activities and behaviors by children under the contrasting conditions. 
Smith and Connolly's studies of the ecology of preschool behavior were longitudinal, 
were often replicated in matched groups, and included ”[a] battery of observational 
methods (focal, scan, and event sampling), standardised (sit) tests, and staff comments 
and ratings (p.249). Numerous relationships between behavior and aspects of the 
environment have been identified. One problem with their studies, as in some others 
reviewed, is the proliferation of variables resulting from such broad-based inquiries. A 
second problem is experimental manipulation of settings which would be difficult to 
replicate in a public school. 
Other, more practical methods have been designed for use by teachers to analyze a 
number of classroom environment variables that researchers considered integral to 
describing behavior-environment relationships. Instruments have been devised by Day 
(1985), Phyfe-Perkins (1980), and Day, Perkins and Weinthaler (1982). 
Barbara Day (1985) examined the relationship between the learning environment and 
active participation in that environment by the child. The Wasik-Dav Open and Traditional 
Learning Environments and Children's Classroom Behavior Instrument was based on the 
thesis that children learn through observation, exploration, and verbalization. Day assumed 
that expression through writing, drawing, and movement must be integral to the 
developmental learning environment. For each ten minute sample of behavior, seventy 
judgements were made on the behaviors of the child, the use of classroom space, the use of 
learning centers, the group size, and the group leader. Crosstabulations were used to 
demonstrate relationships between these variables. Day (1985) found a positive 
relationship between Academic Behavior and Group Leader (the teacher). 
The limitations of this study include a large amount (69%) of Academic Behavior which 
is unaccounted for when using this instrument. Given the small sample size, the 
homogeneity of the population, and the basic time-sampling procedure used for collecting 
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the data, this instrument must be used with caution. Since the study was conducted in an 
"open classroom," the validity of the instrument has not been demonstrated for traditional 
classrooms. Day's suggestion that the instrument be used in "conducting research on 
pertinent educational issues such as the influence of different adults on the appropriate and 
inappropriate behaviors of children" (p.103) is a broad application of the instrument. 
Furthermore, Day's suggestion that this time-sampling instrument can be used to "collect 
data on the changes in an individual's behavior across time" (p.103) may compromise 
internal validity. 
Phyfe-Perkins (in 1980, p. 115) designed her own instrument and found that two 
architecturally similar and philosophically "open" (quotation marks are hers) day care 
centers could be analyzed for differences. She found that the day care center in which 
space was well-defined, where the materials were varied and available to children, where 
adults facilitated play through watching, helping, or participating for at least half the day 
rather than directing, and where time for child-choice of activities was extensive (two 
hours), children were observed focusing on tasks, engaging in constructive play, and had a 
high frequency of verbalizations. In contrast, in the day care center where activity areas 
were undefined, where there were fewer materials, where adults directed children’s 
activities for much of the day, and where time for child-choice of activities was limited to 
45 minutes, children were observed in higher levels of waiting, unoccupied, and antisocial 
behaviors than in the other classroom. 
Like Weinstein (1977), Sutfin (1980), and Bumsted (1981), Phyfe-Perkins (in 1980, 
p. 116) in another study attempted to modify behavior in the second classroom by effecting 
small scale changes in the environment. Changes in the design of physical space and the 
amount and presentation of materials increased levels of constructive play and on-task 
focus. No changes were effected in terms of waiting or unoccupied behavior, which 
Phyfe-Perkins attributed to the lack of change in teacher-child interactions which were 
teacher-directed for much of the day. 
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mentioned earlier in the review was selected for use by this researcher. The instrument was 
developed on the basis of findings from a descriptive study (Day and Sheehan, 1974) 
which showed that when the physical setting and arrangement of space, the presentation of 
materials, and the amount and kind of adult-child interactions were integrated, children 
tended to exhibit "growth-producing behaviors." Growth-producing behaviors included 
instances in which children and adults worked cooperatively, children had considerable 
autonomy within expanding limits, materials were available to children for use, adult-child 
and child-child conversations were related to activities at hand, children were usually on 
task, children seldom acted out, and the program was directed by the staff but evolved with 
the participation of the children (p. 15). The instrument simultaneously measures five 
behaviors (task-involvement, cooperation, verbal behavior, materials use and 
consideration), contextual data, and other factors including the teacher's role (absent, 
observing, participating, or directing), and the group size and composition. The instrument 
and methods for its use are interactive and account for all the aspects of the ecological 
system, physical setting, children, time, purposes, and materials. Inter-rater reliability of 
90% is required in order to use this instrument with accuracy. Although validation data 
have not been published, this instrument has been used by Warner (1984) in her study 
described above, and in this dissertation. A more detailed description of the instrument is 
presented in Chapter Three. 
Summary of the Literature on Environment-Behavior Relationships 
The question, "Can classroom behavior be analyzed in terms of the children's 
interactions with their immediate environment?" has guided this section of the review of the 
research. On the basis of the studies examined, the question can be answered in the 
affirmative. The research base reviewed here is not exhaustive. Some researchers have 
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acknowleged the limitations imposed by fading ,o observe or document some aspect of the 
behavior setting which may have influenced their results. Weinstein (1977) and Sutfin 
(1980) regretted omitting data on the teacher-chUd interactions in their studies. 
Phyfe-Perkins (1980) found that small-scale changes in the design of space and the 
accessibility of materials had little influence on changing chUdren's behavior when the 
teacher's role remained the same. Other researches have been guided by a narrow focus, 
such as the significance of "on-task" behavior, without regard for other behaviors which 
may be important in early childhood settings (Gump, 1975; Warner, 1984). Some studies 
seem too broad, in that a variety of behaviors were observed, but the taxonomies lacked 
clear definitions (Weinstein, 1977; Sutfin, 1980). Smith and Connolly (1980) conducted 
extensive longitudinal research with playgroups in England and have operationally defined 
a wide range of behaviors in preschool settings. Their methodolgy, however, involved 
extensive manipulation of variables and control groups which is not easily transferable for 
use in public school classrooms. The importance of children's choice in activities has been 
mentioned in a number of studies (Kritchevsky and Prescott, 1969; Prescott, 1973; Smith 
and Connolly, 1980; Phyfe-Perkins, 1980; and Day, 1983). 
Instruments have been designed to measure program quality using the naturally 
occurring behavior of children. Some instruments have failed to account for a large amount 
of behavior (Day, 1985). Other instruments have been based on informal observation 
rather than systematic data collection (Kritchevsky and Prescott, 1969). The interactive 
nature of the Behavior Checklist of Child-Environment Interaction: Second Edition (Day, 
1983) method has deemed it most appropriate for use in this study. 
Despite the limitations found in the studies reviewed the relationships, overall, among 
design of physical space, amount and presentation of materials, and teacher-child 
interactions have been supported by the research in early childhood settings across a wide 
range of behaviors. Whether or not these aspects of the environment are related to reading 
and writing activities is the question which guides the next section of the review. 
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As noted earlier in the review of the research, literacy events have frequently been 
observed and analyzed under laboratory-like conditions in one-to-one settings with 
researchers or their assistants. However, in adopting an ecological stance, we must begin 
to examme these behaviors in their natural settings, rather than in "separate rooms." We 
must also examine these behaviors as they occur "naturally," rather than under the tutelage 
of an examiner, research assistant, or direct instruction model. 
In this section, and in the following chapters, the term "ecological perspective" refers to 
Day's human ecological approach to early childhood education. The child's activity is 
viewed as the manifestation of interrelationships among factors in the environment. The 
constructs for a human ecological approach to early childhood education have been 
described in Chapter One. The approach is based on a transactional theory of learning and 
development It is assumed that children learn and develop when they are given 
opportunities to engage the environment in transactions. 
From an ecological perspective, one way to organize the research on young children’s 
reading and writing activities is by examining aspects of the environments in which literacy 
events have been observed. The settings in which literacy events have been observed 
include 1) the home environments of early readers and early writers and segments of the 
home environment such as the read aloud event, 2) the home and school environments of 
emerging readers and writers, and 3) early childhood classrooms and segments of the 
classrooms. 
Home Environments and Early Reading and Writing 
In that much of the research on early reading is based on surveys, questionnaires, 
interviews and case studies, the treatment of the data is, for the most part, correlational or 
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descriptive (Krippner, 1963; Plessas and Oakes, 1964; Durkin, ,966; dark, 1976). 
Writing is mentioned, but not featured. The earliest studies were conducted with a 
cognitive/psychological emphasis on factors "within the child" which explained the child's 
precocity in learning to read. As was also characteristic of the research prior to 1978, 
"reading readiness," or the ability to benefit from formal instruction in reading, was 
measured in terms of discrete skills such as fine motor coordination (Graves, 1980). 
However, the literature selected for review here shams a common belief that factors "within 
the child" were not adequate for explaining the behavior of early readers. When children 
who read early were matched with children who did not read early, there were also factors 
injhe environment which seemed to contribute to children’s early reading. 
In a review of the research Teale (1978) "took liberties" with these studies by 
extrapolating the information that pertained to the environment. The strategy for "gleaning 
these factors" from the research has been described earlier in this chapter. From his review 
of the research on early readers, Teale found that (1) a range of printed materials is 
available in the environment, (2) reading is "done" in the environment, (3) the environment 
facilitates contact with paper and pencil, and (4) those in the environment respond to what 
the child is trying to do. For this review of the research the studies by Krippner (1963), 
Plessas and Oakes (1964), Durkin (1966), and Clark (1976) were examined from an 
ecological perspective and Teale’s conclusions were confirmed. The environmental factors 
which were characteristic of the behavior setting (the home) were described in terms of the 
amount and availability of materials and the adult-child interactions. However, the early 
studies (Krippner, 1963; Plessas and Oakes, 1964; Durkin, 1966; Clark, 1976) were 
heavily reliant on parents' impressions and recall; for the data base they used surveys 
(Plessas and Oakes, 1964), questionnaires administered to parents in clinical or university 
settings (Krippner, 1963; Clark, 1976) or home interviews (Durkin, 1966). In none of 
these studies were children observed engaging in literacy events in their homes. 
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More recent studies of young writers (Heath, 1983; Taylor, 1983; Bissex, 1982 and 
1987; Newman, 1983; Newkirk, 1984; Schickedanz and SuUivan, 1984; Harste, 
Woodward, and Burke,1984; Wells, 1985) made use of naturalistic observation in order to 
describe writing events as they occur in the homes of young children. The availability of 
materials and the adult-child interactions are featured in a number of these early writing 
studies; however, the lack of information on the design of physical space is apparent in 
these studies as well. 
Schickedanz and SuUivan (1984) found that literacy events in homes favored reading 
over writing. There were twice as many observations of reading events as of writing 
events. Many observed writing events were parent-initiated and involved having the child 
"help" the parent or fulfill some obligation (e.g. thank you notes). Some writing events 
were child-initiated and were observed in the context of play. Wells (1985) observed 
children writing or pretending to write so seldom in their homes that he eliminated the 
category from his analysis in one of his many studies. (Since his data collection was based 
on verbal recordings of literacy events, this finding may be explainable). Heath (1983) 
observed relatively few instances of writing as compared with reading in the three 
communities she described, but found significant differences in the uses of writing in these 
communities.^ Taylor (1983) studied the naturally occurring writing of children in six 
mainstream homes. In the homes, Taylor found that many "momentary writing activities" 
(p. 56) went unnoticed, although she did collect some interesting writing samples from 
under couches and out of wastebaskets. Children in these homes frequently drew pictures; 
however, these were not examined as samples of children's writing. At home, children 
consistently wrote to construct meaning and/or to convey messages. In contrast, in their 
schools, these same children were participating in structured lessons where the uses of 
writing were formally organized and skill-oriented. 
Although Harste, Woodward, and Burke (1984) found that "children at this age 
(3- through 6-years old) seem to have an almost natural affinity for books and paper and 
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pencil activities if the environment makes these things available" (p. 44), they described (on 
the basis of parent interview data) two signify home factors related to literacy learning: 
(1) materials/oppoitunity to engage in written language events (p. 43) and (2) "inclusion" 
(p. 44). The quantity of the books or writing materials was not as important as the 
accessibility, "so that both parents and children have to be more or less constantly tripping 
over them "(p. 43). TTre "under-foot", "dragged-around" children who were constantly 
"tripping over" books and writing materials, performed better than the other children in 
reading and writing tasks designed by the researchers. 
With the exception of Heath's (1982) research, these are all studies of middle-class 
families. Taylor and Dorsey-Gaines (1988) described a wide variety of reading and writing 
by adults and children in their study of poor, inner-city, black families. According to their 
descriptions, "growing up literate" was more related to the active participation and 
interpretation in a social world in which texts are written and read than to historical 
(e.g., education) or economic (e.g., poverty) factors (Taylor and Dorsey-Gaines, 1988, 
p. 200). Children read and were read to by their parents and grandparents. Children made 
use of any available materials to write and draw. The research by Taylor and 
Dorsey-Gaines (1988) provides convincing examples of adults and children engaged in 
transactions with their environment around literacy events. Although the researchers 
emphasized interpretation of texts in a social context, active participation was also stressed. 
Conducted in homes, this research has supported the findings of earlier studies. The 
materials and their availability are an important aspect of the environment. Since some of 
these researchers assumed that "a literate environment is essentially a social rather than 
physical phenomenon" (Teale, Estrada and Anderson, 1981), important observations on 
the patterns of adult-child interaction have been gleaned from these studies as well. Yet, 
even when research is conducted in the home, rather than in the laboratory, little attention 
has been given to the design of physical space as an aspect of the behavior setting. 
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A number of studies have focused on a segment of the behavior setting in the homes of 
young children-the read aioud event Known as '•«he shared book experience," "mad 
aloud," or the "storybook reading situation," this "event" has all the characteristics of a 
"behavior setting" as defined from an ecological perspective. The "behavior setting" is 
characterized by "standing patterns of behavior," or "all those discrete or complete actions 
commonly observed in any behavior setting regardless of who is there" (Day, 1983, p. 
109). There is also a "milieu" or "physical structure" which exists in the absence of people, 
m this case, a favorite spot in the home where a parent and child come together to read a 
book. The presence of die book makes the "spot" a place to read. Some children are read 
to in bed; others snuggle with mom or dad in a comfortable chair or on a couch. What is 
important to note is that the presence of the book redefines the space, and certain standing 
patterns of behavior can be observed there. 
In a review of the research on the read aloud event in homes, Teale (1981) found that 
the treatment of data in most of these studies (prior to 1981) was also correlational and 
relied heavily on parents’ reports rather than on naturalistic observation. Only a few 
studies (Doake, 1981; Snow, 1983; Heath, 1983; Sulzby, 1985; Bloome, 1985; Fagan and 
Hayden, 1988) have actually been conducted in homes during storybook reading events. 
Ninio and Bruner (1978), Heath (1983) and Sulzby (1985) have explored the contexts of 
book-reading events in homes. Snow (1983), in her case study of Nathaniel, described the 
nature of the parent-child interaction and dynamics that occur in reading to a young child at 
home. More recent studies (Doake 1981; Bloome, 1985; Fagan and Hayden, 1988) used 
naturalistic observation of parents' and children's behaviors in bedtime and other book 
experiences as they occurred in the homes. 
In an effort to identify distinctive ways in which middle class families prepare 
preschoolers to understand and produce decontextualized language, Snow (1983), as a 
researcher-parent observed "literacy-contingent behaviors" that, according to her, were 
typical of middle-class families and that were instrumental in producing preschool readers. 
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These "literacy-contingent behaviors" were (1) answering questions about words; 
(2) reading aloud on request; (3) answering questions about pictures in books; (4, canying 
on coherent conversations with children about the pictures and texts in books; and (5) 
giving help with writing when requested. From an ecological perspective, these 
"literacy-contingent behaviors” are aspects of the adult- child interaction in the homes of 
middle-class children. Snow points out that, just as early utterances are highly 
contextualized, so early literacy is highly contextualized, familiar and predictable. 
Middle-class children's success in reading in the early grades, according to Snow, was due 
to the nature of the adult-child interaction in their homes. 
The study by Snow attended only to the parent-child interaction in the story reading 
event. In contrast, Doake (1981) conducted a seven-month longitudinal study with four 
preschool children based on the assumption that the bedtime story situation contributed to 
the reading development of a preschool child. The limitations of his study are extensive, 
including the unrepresentativeness of these subjects all from upper middle class homes, and 
the lack of "generalizability of any results which might be obtained from the subsequent 
analysis and interpretation of the data" (p. 152). However, the volume and variety of 
categories generated from these data indicated that the bedtime story situation in the home 
is a complex and multifaceted event (e.g., Doake found differences in styles of interaction 
and the duration of read aloud events between mothers and fathers) characterized by 
children's preference for some stories over others, which Doake referred to as "repeatedly 
read stories." 
This preference for familiar materials was also noted in a single subject study of child 
being read a favorite story at bedtime in September, February, and March. Bloome (1985) 
showed that parent-child interactions changed from parent-initiated questions, to 
story-telling, and finally to child-initiated interactions (p. 293) with the text as it became 
more familiar. 
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Fagan and Hayden (1988) confirmed this finding with a larger sample of 20 mothers 
and 20 fathers who were observed reading favorite and unfamiliar stories to their 
kindergarten children. The sample population represented diversity across socioeconomic 
levels and race; and was drawn from bo* rural and urban areas. They found that favorite 
stories allowed children to become more involved in the story and attend to the print more 
closely than unfamiliar stories. They also found that unfamiliar stories played an important 
role in providing children with opportunities to "open up new areas of meaning and expand 
horizons of knowledge” (p. 53). Unlike Doake's (1981) study, there were no differences 
found between mothers and fathers in terms of the nature of parent-child interactions. 
To summarize, these studies have extended the body of knowledge of the ecology of 
literacy events through the following findings; (1) The physical setting is characterized by 
close physical contact with the book, and with the parent and child engaged in the shared 
book experience (Doake, 1981; Snow, 1983). (2) As stories become more familiar 
children initiate more interactions (Bloome, 1985) and attend more closely to print (Doake, 
1981, Fagan and Hayden, 1988). (3) The adult-child interaction in storybook reading 
events in homes is characterized by (a) cyclical episodes in questioning (Teale, 1981; 
Snow, 1983); (b)"literacy-contingent behaviors” that are "typical" of parent-child 
interactions in middle class (Snow, 1983) and non-mainstream (Taylor and Dorsey-Gaines, 
1988) homes (i.e. answering questions about letters, numbers, and words; reading aloud 
on request; answering questions and conversing about pictures and text in books; and 
giving help when requested). 
Home and School Environments of Emerging Readers and Writers 
For the most part, the literature on the effects of home and school on children’s reading 
and writing activities focuses on the materials and the access children have to these 
materials in homes and schools, and on the differences between the patterns of parent-child 
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and teacher-child interactions. Some researchers have shown that children 
middle class families have had the advantages that relate to interest in or su 
and writing in school. These advantages include many children's books tl 
from educated, 
1985; Roser and Martinez, 1985; Wells, 1980, 1987a and 1987b); reci ; reciprocity and 
responsiveness to children’s initiations (Yaden, 1982; Tobin, 1981; Juliebo, 1986; 
Schickedanz and Sullivan, 1984); the direction of attention to the features of print (Tobin 
1981); frequent conversations with adults about books and other interests (Milner, 1951; 
Roser and Martinez, 1985); and opportunities to ask questions about print and stories. 
Others (Heath, 1983; Schiefflin and Cochran-Smith, 1984; Tayolr and Dorsey-Gaines, 
1988; McDermott, 1974; and Anderson et al. 1980) have shown that studies characterizing 
literate homes on the basis of cultural (e.g. ethnicity), social (e.g. level of education), and 
economic (e.g. income level) differences fail to explain the success that many 
non-mainstream children have in learning to read in school. 
In studies where literacy activities at home and literacy activities at school have been 
compared, Juliebo (1986) and Schickedanz and Sullivan (1984) found that "literate 
homes, described in their studies as those of middle class children, are more supportive of 
children's literacy efforts than some schools. In studies which compare the read aloud 
event at home and in schools, some authors (Schickedanz, 1978; Roser and Martinez, 
1985; Holdaway, 1979 ; Mason, Peterman and Kerr, 1989; Richardson, 1988) have 
concluded that there is a need for reading events which are more "home-like" in the 
schools. Others have discovered themes in "literacy rich homes" which can be carried over 
into classrooms to create "literacy rich classrooms" (Sulzby, Teale, Kamberlis, 1989). 
The importance of the materials in the home, and the parent-child interaction patterns 
which relate to success or interest in reading and writing have almost all been based on 
studies of middle class American or British children. Some studies (Milner, 1951; Wells, 
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1980,1987a and b) have found social class differences 
which were predictive of later 
success or failure in early reading and writing. These researchers have proposed that 
schools should become more "home-like" in order to accommodate children's experiences. 
Milner (1951) called for changes in the physical setting, the type and availability of 
materials, and in the teacher-child interactions which were similar to aspects of today's 
"whole language" classrooms. Wells (1980) noticed that at home, language interactions 
usually arose out of the immediate practical activity in which children were engaged, 
whereas at school, "contextual support for much of what is talked about is lacking" (1980, 
p. 9). He proposed that the Ms of match between the home and the school may account 
for some children's difficulty with learning literacy in school. In schools, children were 
observed using different standing patterns of behavior than they used at home during 
literacy events like listening to stories and writing. Children asked fewer questions in 
schools (Roser and Martinez, 1985). Children were observed engaging in more literacy 
events at home than they were at school (Juliebo, 1986; Schickedanz and Sullivan, 1984). 
Children were initiators of the literacy events at home, whereas at school, teachers usually 
initiated events. In summary, the middle-class student was often unable to "match" a 
literacy-rich environment he/she knew at home with the decontextualized literacy 
environment he/she found at school. 
Since these studies support the position that middle class homes foster literacy, it is 
important to also examine those studies which examine aspects of non-mainstream 
children's homes. The research on non-mainstream children's reading and writing is 
divided on the basis of three perspectives: (1) that schools should "make-up" for the "lack 
of experiences" non-mainstream children have in their homes, and (2) that non-mainstream 
children have literacy-rich environments comparable to the ones middle class children have, 
and (3) that the lack of match between home and school was resolved when teachers of 
non-mainstream children were sensitive to, and willing to adopt, interaction patterns which 
were familiar to children in their homes. 
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First, the research which assumes the "lack of experience" perspective is reviewed. 
These studies showed that intervention programs which offered children the experiences 
enjoyed by mainstream children could contribute to children’s reading and writing activities 
in schools. Brown et al. (1986) replicated "the positive experience that happens naturally 
between parent and child in a literate home," i.e. the shared book experience, with groups 
of high risk for failure children in developmental kindergartens and found that the students 
who seemed to benefit most were minority boys, "probably because they are least likely to 
be read to at home (p. 55). In a carefully designed experimental study, Pinnell (1989) 
measured the intervention effects of "literate environment" materials and teacher-child 
interactions in one-to-one learning situations and found that the intervention did support 
"high-risk" children's achievement of literacy-related skills. 
The cultural difference hypothesis, that children from non-mainstream homes lacked 
experiences for succeeding in school, has been discussed at length and serious criticisms 
have been raised (Anderson et al., 1980; Schiefflin and Cochran-Smith, 1984; Heath, 
1983; and Taylor and Dorsey-Gaines, 1988). Schieffelin and Cochran-Smith (1984) 
compared three different social groups and found that "for an individual to become literate, 
literacy must bejunctiongl, relevant, and meaningful (italics, theirs) for individuals and the 
society in which they live" (p. 22). Paley's (1979) convincing account of a white teacher's 
experiences in a multi-ethnic kindergarten serves as a warning to educators and researchers 
alike that "mental baggage" such as preconceived notions about ethnicity or poverty should 
be "unloaded" before conjectures are made about children's experiences. Other studies 
which examine aspects of non-mainstream children's homes were more culturally sensitive. 
According to some researchers, non-mainstream children have literacy-rich 
environments at home which are not matched in the schools. Taylor and Dorsey-Gaines 
(1988) found that during a typical school day a poor, inner-city, black first-grader had 
decontextualized experiences with reading and writing that were unlike the contextualized 
experiences she enjoyed at home (pp. 101-115). Heath's (1982) ethnographic research 
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comparing Trackton and RoadviUe with mainsneam experiences clearly illusb-attd that 
children come to school with different ideas about reading and writing that may influence 
their "match" with the school experience. She found that schools that were 
"curriculum-driven" rather than "child-centered" often ignored the different sets of abilities 
that children from different cultures and subcultures brought to the school experience. 
Finally, some studies which examine the literacy practices in the cultures of 
non-mainstream children, demonstrated that in settings where the teacher-child interaction 
resembles the parent-child interaction, children were more successful in their literacy 
activihes.Jacob (1982) compared the caretaker-interaction patterns at home and in informal 
settings with the teacher-child interaction patterns in formal educational settings for young 
Puerto Rican children and found that "Literacy Potential Learning Activities" were 
frequently observed in both informal and school settings. The lack of match between the 
home and school settings was based on the source of the initiation. At home, as in the 
studies of middle class families, children were initiating the literacy activities. Rogoff 
(1984) described the participatory structure of Guatemalan mothers who instructed their 
children through "guided participation." The efficacy of a "match" between the home and 
school was demonstrated in the study by Au and Kawakami (1984) where the "talk story 
pattern," an important nonschool speech event, could facilitate children's reading 
comprehension in school when integrated into the mode of instruction in the classroom. 
The problem of "lack of match" between school and home was resolved when classroom 
teachers were sensitive to, and willing to adopt, interaction patterns which were familiar to 
children in their homes. 
Literacy Events in Early Childhood Classrooms 
Up to this point in the review of the literature, studies of young children using reading 
and writing in their homes and in schools have been examined. The research described 
thus far has shown that two factors—accessibilty to materials in homes and the adult-child 
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interactions- are related to children's literacy activities. In an attempt to describe children's 
reading and writing activities, some researchers have used naturalistic observations in 
classrooms. 
Those studies which take into account design of physical space, materials and their 
presentation , and teacher-child interactions in classrooms have been conducted in 
preschools (Rowe, 1986, 1987; Harris, 1986), first grades (Pinnell, 1989, DeFord, 1984), 
and second grades (Morrow and Weinstein, 1986). Some studies (Holmes, 1985; Dyson, 
1983a; Teale and Martinez, 1986 and 1989; Marinez and Teale, 1988; Kawakami-Arakaki 
et al„ 1989; Morrow, 1982; and Allen, et al„ 1989) have focused on kindergartens. A 
number of researchers (Putnam, 1982a and 1982b; Wilucki, 1984; Taylor etal., 1986; 
Mason et al„ 1986; Meyer, 1985; DeFord, 1984) have focused on the differences between 
classrooms which represent a "literate environment" versus a traditional "readiness" 
approach. Since most of these studies were conducted on the basis of the teacher's 
theoretical orientation to literacy, it was not surprising that many of the differences found in 
the classrooms were attributed to the teacher's preference for one approach or the other. 
Putnam (1982a and 1982b) conducted two separate descriptive studies of three "literate 
environment" kindergarten classrooms and three "reading readiness" kindergarten 
classrooms.2 Although Putnam did not intend to answer the question, "Which approach is 
better?" but only "What happens in each approach?" (1982a, p. 10), it is difficult to analyze 
these studies separately. These studies deserve special attention in this review of the 
research since the purpose of the present study is to describe "what goes on" in four urban 
kindergarten classrooms. The data which Putnam collected to find out "what happens in 
each approach" included 55 full session observations at six inner-city kindergartens in 
Philadelphia. 
There were marked contrasts between "literate environment" and "reading readiness" 
kindergartens with respect to (1) the amount and availability of materials and (2) the role of 
the teacher. The "literate environment" classrooms had a variety of materials for reading 
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and writing which were easily accessible to children in a number of locations throughout 
the room; books could be used during any time of the day and could be taken home. The 
"reading readiness" classrooms had a variety of books, but very little time was available for 
the children to read. Books were usually kept in the classroom, although books taken from 
the school library once every two weeks could be taken home. Materials were usually 
workbooks and worksheets which related to whole group instruction. 
The teacher-child interactions were very different in the two approaches. In the "literate 
environment approach the teachers' role was one of responsiveness to children's 
questions about print, and of support for pretend reading and for printing. Child-choice 
activities were an integral aspect of the curriculum. Teachers read to the children with 
greater frequency than they would in a traditional kindergarten environment. Teachers 
structured the environment "in such a way that children remain[ed] in control of the 
learning to read process" (Putnam, 1982a, p. 18). In the "reading readiness" classrooms 
most of the day’s activities were teacher-directed. The children were expected to listen, sit 
quietly, and answer teacher questions much of the day. Most activities were whole class 
activities with the exception of free time when children could choose from a variety of 
traditional kindergarten activities such as blockbuilding and housekeeping. 
The nature of the "literacy events" differed from one approach to the other. In the 
"literate environment" approach "literacy events included instances where children were 
looking at books and pretending to read, listening to stories read by the teachers, acting out 
those stories, playing with letter blocks, printing in any medium (on paper, at the 
chalkboard, in sand, with clay, at the art easel, etc.), dictating messages or stories to an 
adult, and so on" (Putnam, 1982a, p. 36). 
In the "reading readiness" classrooms four types of literacy events were observed: 
(1) formal reading readiness lessons from commercially published programs, 
(2) teacher-created lessons or routines, (3) storyreading, and (4) center time literacy events 
in which children worked alone or in small groups, usually without the teacher present 
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(Putnam, 1982b, p. 83). Tbe "literacy events," with the exception of the center time literacy 
events, were characterized by whole group, teacher-centered, skill-drill format lessons in 
which most questions involved accurate answers or recall (p. 82). The children's 
responses to "literacy events," with the exception of the center time literacy events, 
depended on teacher-structured tasks and conformity to group expectations. 
Putnam also found differences between the two approaches in the amount of time spent 
in literacy activities; however, her findings were seriously compromised by her 
mconsistency m collecting data under the contrasting approaches. In the reading readiness 
classes, literacy events were measured in terms of the time all the children spent in full 
class, literacy-related activities (30% of the time). In the literate environment classrooms, 
literacy events were measured in terms of the time only a few children spent in activities 
(75% of the time). 
The other limitations were well known to the researcher herself and comprised a 
number of chapters in her research project. The teachers in the "literate environment" 
classrooms were given intensive training prior to the beginning of school to implement this 
new approach and ongoing support: classroom assistance, monthly meetings, and 
feedback from researchers on the observations in the classrooms. The teachers whose 
classrooms reflected the "reading readiness" approach were simply observed. 
The credibility of Putnam's descriptions was compromised by the limitations in her 
study. Problems arise when classrooms are categorized prior to data collection, when data 
are collected in different ways under contrasting conditions, and when observer bias is not 
accounted for. 
In a similar study, Wilucki (1984) compared a "whole language" approach classroom 
with a "mechanics/skills" approach classroom in order to describe the stimuli that identify 
the spontaneous use of literacy, the source of classroom literacy events (the teacher, the 
text, the reader/writer, or a transaction of all three) and how much actual instructional time 
was provided for reading and writing. The study was intended as descriptive rather than 
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correlational or causative, and the findings were based on observation and participant 
introspection. Using Ihs Survey of Displayed 1 (LoughUn and Cole, 
published in 1986) on four different occasions during the school year, Wilucki found that 
the whole language classroom had 14 out of 16 categories of displayed literacy stimuli 
consistently represented. In the mechanics/skills classroom only 4 out of 16 categories 
were consistently represented. 
In addition to the differences in the materials, Wilucki found great differences in the 
teacher-child interactions in the two classrooms. Defined as "the role relationship among 
the participants in the task" (Wilucki, 1984, p.l 1), the teacher-child interaction in the 
mechanics/skills classroom was, "in every case," initiated by the teacher and "contingent 
on the teacher or the text" (Wilucki, 1984, p. 27). In contrast, "the majority of activities in 
the communication/whole language classroom were considered to be transactional in 
nature" (p. 29). In these activites the reader/writer, the text, and the teacher were involved. 
Like Putnam, Wilucki found that there were differences between the literacy events in 
the classrooms. In the mechanics/skills classsroom the literacy events were 
teacher-initiated and were better described as literacy instruction. In the 
communication/whole language classroom, literacy events focused on meaning. Teachers 
read aloud, and children were invited to share ideas and concepts and were encouraged to 
talk to each other. They wrote on their own topics, and for the most part were engaged in 
more and longer literacy events (from start to finish) than were children in the 
mechanics/skills classroom (p. 39). An additional variable, judged significant by Wilucki 
was the use of time for literacy events. The children were observed in literacy events for a 
mean of 62.25 minutes per day which was more than three times the amount of time 
dedicated to "literacy instruction" in the mechanics/skills classroom. 
From an ecological perspective, Wilucki's and Putnam's studies provided descriptions 
of classroom environments during literacy events. Both Putnam and Wilucki focused on 
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the importance of the teacher-child interactions in addition to the importance of materials. 
Neither study showed in which type of classroom children learned better. 
In contrast, Taylor, Blum and Logsdon (1986) found that "children learn best in a 
language- and print-rich environment, characterized by many opportunities to observe, try 
out, and practice literacy skills in genuine communicative situations" (Taylor et al„ 1986, 
p. 147). In a program designed to teach teachers to implement a theory-based pre-reading 
curriculum m parochial and public school kindergarten classrooms (many located in low 
income neighborhoods) in Washington, D.C., the researchers compared "reading-related 
achievement by students in four implementing classrooms and two nonimplementing 
classrooms.3 The differences between the implementing and nonimplementing classrooms 
were both observed by the researchers and measured on the basis of "static observable 
evidence of written language products." The research by Taylor et al. (1986) emphasized 
materials and accessibility to the materials as the most important features of a "language- 
and print-rich environment Children learned better, as measured by their "static written 
language products, when materials were accessible. However, this conclusion must be 
interpreted with caution on the basis of how data were collected: 
Conclusions about the characteristics of implementing classrooms were 
drawn primarily from observations of static written-language displays. 
These static products, however, reflect dynamic decisions by teachers 
which were not documented systematically in this study, (p. 142-143) 
A serious limitation to this study is the contrast of "very effective" and "effective" 
implementing classrooms with relatively nondescript nonimplementing classrooms. The 
teachers chosen for the implementation classrooms were selected by principals as being 
"above average teachers and all but one had at least five years' teaching experience" 
(p. 135). It is not clear whether the nonimplementing teachers were selected on the same 
basis. On the basis of the components of written language displays alone (e.g., children 
were restricted to dittos, displays changed rarely, and the language in displays reflected 
system-imposed priorities as well as teacher composition) it would seem that the teachers 
who were "nonimplementing" did not represent a fair balance (i.e., the brightest and the 
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best) to the teachers who were "implementing." Although Taylor et al. attributed the 
integration of print into the child's day as the most important factor contributing to 
children's reading-related achievement gains, it is necessary to examine other 
environmental differences between implementing and nonimplementing classrooms which 
may have contributed to children's performance on tests of reading-related achievements. 
In addition to differences in the type and availability of materials and in the teacher-child 
interactions, there were obvious differences in the uses of space and time (i.e. rigidly 
controlled center times versus open-ended literacy activities) between the two types of 
classrooms. Children who participated in open-ended literacy activities had more 
opportunities to engage the environment in transactions than children who participated in 
rigidly contolled center times. 
Other researchers have contrasted classrooms on the basis of materials and teacher-child 
interaction and have found no differences in reading-related achievement based on these 
aspects of the environment. Mason, Stewart, and Dunning (1986) contrasted two reading 
programs in four classrooms in a rural school system and in an urban school system. 
Despite the differences in the materials and their access to children, and in the teacher-child 
interactions in these letter-focused versus book-focused classrooms, the children who 
participated in each program showed similar gains in achievement of knowledge about print 
on the Early Reading Test (p. 27). Overall, ”[t]he data indicate that most of the children 
made comparable progress whether they received book-focused or letter-focused 
instruction" (p. 29). 
Other studies contrasting theoretical orientations to teaching reading have limited 
generalizability due to the categorization of classrooms prior to conducting research. An 
obvious bias for direct-instruction influenced the study conducted by Meyer et al. (1985) 
in her comparison of three different instructional programs in three communities. Like 
others (Putnam, 1982a and b; Wilucki, 1984; Taylor et al., 1986) Meyer measured the time 
spent on literacy activities in three different types of kindergarten classrooms with 
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contrasting materials and types of teacher-child interactions. 
However, unlike the other 
researchers, Meyer focused only on "teacher-initiated instructional interactions" (p. 9). The 
types of literacy-related activities differed from program to program. The only literacy 
events recorded were those which the teacher directed or assigned. Although children in all 
three districts engaged in some free play over the course of the session, nowhere in the 
study was child-choice in centers measured. 
DeFord (1984) found drastic differences in the physical settings, the types of materials 
and their accessibilty, and the teacher-child interactions in traditional, mastery learning, and 
literature-based classrooms. In her examination of the writing products in these 
classrooms, she found that "What children read they tended to use in writing. The reading 
material emphasized in the reading program was the most influential factor in determining 
the form as well as the content of children's writing" (DeFord, 1984, p. 177) Die 
literature-based first grade classroom promoted children's writing more than the two other 
approaches. 
Allen and others (1989) also found a wide range of physical settings, types and 
presention of materials, and teacher-child interaction patterns in their one-year study of 
seven kindergartens where the teachers participated in the implementation of a whole 
language program in their classrooms. One of the most significant trends noticed by the 
researchers was that in all these classrooms there was "increased student independence in 
using reading and writing strategies" (p. 132). 
In summary, the importance of materials and adult-child interactions on literacy 
events has been demonstrated by comparing orientations to reading and writing in studies 
by Putnam (1981a and b), Wilucki (1984), Taylor et al. (1986), and Mason, Stewart, and 
Dunning (1986). These researchers agree that children's literacy activities were more 
evident in classrooms where the materials were accessible to children and the teacher-child 
interactions supported children's choice in activities. Meyer and others (1985) measured 
literacy events in terms of "teacher-initiated instructional interactions" (p. 9) and found, in 
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contrast, that the readiness approach offered more opportunities for literate activities. An 
obvious limitation of this investigation was the researcher's assumption that literacy events 
occurred only during teacher-directed segments. Most of the research reviewed up to this 
point contradicts Meyer’s assumption. Deford (1984) found that the materials selected for 
reading had the most impact on the nature of literacy events when three kindergartens were 
compared. In contrast, Allen and others (1989) studied only "whole language 
implementing" kindergartens and found a wide range of physical settings, types and 
presentations of materials, and teacher-child interaction patterns among the seven 
classrooms. Researcher bias, unmatched populations, intervention effects caused by 
training, methodological inconsistencies and a wide variety of definitions of literacy events 
have been shown to influence the findings in a number of studies, limiting the 
generalizability. 
-Studies of Classroom Segments and Reading and Writing Activities 
Some researchers have been especially committed to preserving ecological validity 
while examining relationships between children's reading and writing activities and the 
impact of the environment on those activities in specific areas of the classroom. 
Relationships between children's reading activities and the design of the Library Comer in 
classrooms have been closely examined (Morrow, 1982; Martinez and Teale, 1988). 
Other researchers have examined spontaneous writing activity in the Writing Center 
(Dyson, 1983a and 1985) or in the Dramatic Play Area (Roskos, 1988). In a few studies 
(Dyson, 1983a; Holmes, 1985; Morrow and Weinstein, 1986; Kawakami-Arakaki et al., 
1989; Teale and Martinez, 1989) researchers have introduced changes in the design of 
space or the use of time to describe the impact of these changes on the teacher-child 
interactions that occurred during literacy events. A few studies have been designed to 
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describe the relationships between literacy events and aspects of the environment across a 
vanety of segments of early childhood classrooms (Harris, 1986; Rowe,1986 and 1987). 
Sludiw Of Library Comers . The Library Comer has been the site for a number of 
investigations (Morrow,1982; Morrow and Weinstein, 1986; Martinez and Teale, 1988). 
In a study using questionnaires and time-sampling observations, Morrow (1982) found that 
children used literature during free-play time more often in kindergartens and nursery 
classrooms where Libraiy comers were spacious, had partitions, and were located in quiet 
parts of the room. Use of literature was defined as "reading of looking at books, using one 
of the literature props (e.g. roll movie, felt board stories, etc.), listening to a recorded 
story, or enacting a story that had been read to the class" (p. 340). Children used literature 
more often in Library Comers which were carpeted and where there were pillows or easy 
chairs. In addition to describing the design of physical space, Morrow found that the 
amount, arrangement and presentation of materials had an impact on children’s uses of 
literature in kindergartens and nurseries. Children used literature more often in classrooms 
where new books were added to the library, where headsets and taped stories were 
available, where books were placed within children's reach, and where attractive displays 
related to books were evident. There were significant relationships between the 
teacher-child interactions and children's uses of literature. Children used literature more 
often in classrooms where teachers read to children, discussed stories, participated in 
sustained silent reading, directed children to use the library comer, and encouraged children 
to take books home. 
In a similar study of six second grade classrooms, Morrow and Weinstein (1986) 
implemented changes in physical design and in teacher instruction, in order to measure the 
effect of a literature program on children's use of the Library Comer. Morrow and 
Weinstein concluded that changes in design of space, amount and presentation of materials, 
and teacher-child interactions had an impact on children's choice to use literature. 
Martinez and Teale (1988) found that features of the Library Center and the types and 
presentation of the materials there influenced children's uses of books in a single 
kindergarten classroom. The library center was designed on the basis of Morrow and 
Weinstein’s (1982 and 1986) suggestions for creating appealing centers. Martinez and 
Teale were especially interested in describing the ways children used books and the types 
of books selected during voluntary reading (i.e., without direct adult supervision). They 
found that children were usually browsing (31% of the time), defined as rapidly flipping 
through all or part of a book, or studying books (31% of the time), defined as the silent 
study of pnnt or illustrations. The emergent reading of books (i.e., independent or choral 
reading ) was observed 27% of the time. Furthermore, book familiarity and structure of 
the stories influenced reading behaviors. Children showed more advanced reading 
behaviors, such as emergent reading, with predictable books (42%) than with 
non-predictable books (11%); and they spent more time browsing through unfamiliar 
books than through very familiar books. Finally, the children selected Big Books 
(over-sized books, predictable books with enlarged print) more often (11.0 versus 5.9) 
than average-sized books; and they were most likely to engage in emergent readings (47% 
of the time) or to act out Big Books (11% of the time). The researchers concluded that 
children preferred familiar, predictable books; but warned that "a broad experience with a 
variety of stories, informational books, and poetry is fundamental to children's continuing 
growth in reading and writing" (p. 571). 
To summarize, when the segment of the classroom designated the Library Comer has 
been studied, standing patterns of behavior have been described. Children have been 
observed browsing through books, studying books or pictures, engaged in emergent 
reading of books, and acting out stories (Martinez and Teale, 1988). Library comers that 
were well-designed, i.e. those which were spacious, had partitions, were located in quiet 
parts of the room, and had comfortable furnishings such as rugs, pillows, and easy chairs, 
had higher levels of participation than those which were poorly designed (Morrow, 1982; 
62 
Morrow and Weinstein, 1986). Relationships were found between the amount, type and 
presentation of materials and children's behaviors in library comers: (1) children used the 
library comer more often when the materials were within reach (Morrow, 1982; Morrow 
and Weinstein, 1986); (2) children's choice of the library center increased when new 
materials were included in the center, i.e. new books, headsets, tapes of books, children's 
magazines, felt boards and props, a roll movie, and materials for creating books (Morrow 
and Weinstein, 1986); and (3) children engaged in more advanced reading behaviors when 
the books were familiar and predictable (Martinez and Teale, 1988). Finally, the 
teacher-child interactions in library comers were characterized as non-directing (Martinez 
and Teale, 1988), reminding (Moirow and Weinstein, 1986), or teacher-absent (Morrow, 
1982; Morrow and Weinstein, 1986; Martinez and Teale, 1988). 
Studies Qf Writing Centers . Studies conducted in writing centers (Dyson, 1983a; 
Rowe, 1986 and 1987; Teale and Martinez, 1989; Kawakami-Arakaki, Oshiro, and Farran, 
1989), or in areas designed to function as writing centers (Holmes, 1985), have provided 
clues to the relationships among design of physical space, presentation of materials, and 
teacher-child interactions during literacy events. Although each of these researchers 
concluded that teacher-child interactions were most significant in influencing the occurrence 
of literacy events, the studies were conducted in kindergarten classrooms; segments were 
identified; children's naturally occurring behavior was observed; and the presentation of 
materials was mentioned. 
The impact of teacher-child interaction on writing was examined in an experimental 
study conducted in a kindergarten by Holmes (1985). She set up three conditions for 
writing ranging from a writing center equipped with materials without an adult present, to a 
center in which a teacher interacted with children while they were writing and modeled 
writing behaviors herself. The control group continued with the regular reading curriculum 
which emphasized letter-sound associations and traditional seat work. Holmes found that 
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children who participated in independent writing time without a model acquired mote 
concepts about print than children who worked with a model, or than children in the control 
group who participated in direct-instruction activities in phonics and writing skills. She 
concluded that the absence of teacher-child interaction during writing activities was best for 
children. 
Dyson (1983a) set up a writing center in a self-contained, multi-ethnic kindergarten 
classroom in her study of the interrelationships between drawing and early writing and the 
context of talk. The teacher’s role in this situation was to structure the beginning of the day 
for free-choice time and to permit children to guide their own learning experiences during 
this period. Although the teacher did not participate in the writing center itself, the 
researcher who occupied the writing center as a participant-observer made a conscious 
effort to be responsive to, rather than controlling of, children's activities in the writing 
center. This study was based on the belief that the child was an "active investigator of 
written language" (p. 4). The "literacy events" were described as "graphic episodes" and 
"included any verbal and nonverbal behaviors occurring during the production of one 
graphic product; it included all behaviors surrounding (i.e., preceding and following) and 
related to the actual production of the drawing and writing" (p. 11). On the basis of her 
observations, children's artifacts, and the interviews with the children, Dyson concluded 
that "the essential discursive nature of the writing process—its connection with 
language—is not obvious to young children" (p. 24). Unfortunately, Dyson's definition of 
literacy events and her decision to observe "graphic episodes" in the writing center alone 
may have limited her opportunities to observe other episodes in which children used 
reading and writing for other purposes. 
Teale and Martinez (1989) established writing centers in the kindergartens in San 
Antonio, Texas and also attempted to integrate reading and writing into other centers. They 
designed their program (Kindergarten Emergent Literacy Program) with the intentions of 
connecting writing to functional purposes, connecting writing with children s reading of 
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their own writing and with children's literature, 
and connecting kindergarten writers with 
each other (p. 182). 
On a daily basis, children visited the writing center, "an area where chatting and sharing 
are encouraged. Children discuss and read eachother's writing" (p. 194). In addition, 
reading and writing were integrated in a variety of ways: 
wntin8 1S connected with as wide a range of activities as 
possible. They make menus, construct shopping lists, and write 
j°nS‘ * * ^ encouragcd to incorporate writing in their activities 
in the dramatic play center... Encouragement comes from the way the 
teacher sets up the dramatic play center. In addition to performing functional 
writing tasks assigned or directly encouraged by the teacher, children 
engage in self-sponsored functional writing, (p. 183) 
The researchers examined children's strategies for writing (scribble, random appearing 
letters or combination; letter name and random-appearing letters; early phonemic and 
random-appearing letters; letter name; and random appearing letters) before and after 
reading classroom literature and observed higher levels of writing strategies after a 
repetitive, predictable story was read and dramatized. 
According to Teale and Martinez, the "key” to making children want to write, to 
continue to write, and to become writers, "lies in the teacher's interactions with the 
children" (p. 195). Activities such as the author of the week, a kindergarten postal 
system, or a pen pal program, depended entirely on the teacher, according to this research. 
In this study children had opportunities to engage in transactions with the environment 
during literacy events. Although neither the frequency nor the nature of these events was 
described, this study did raise questions about literacy activity across and in a variety of 
settings, not just in the writing center. 
Studies of children's naturally occurring behaviors in kindergarten writing centers have 
shown that children explore print (1) when the teacher is absent (Holmes, 1985), (2) when 
there is an adult who is responsive but not directing (Dyson, 1983a and 1983b), and (3) 
when the teacher encourages the children to write and designs activities and areas for 
writing (Teale and Martinez, 1989). 
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Safes COTtlWffl in QlhCT Arras Of . children's naturally occurring 
reading and writing activities have been observed in other segments of the early childhood 
classroom. Data were collected during free choice time (Harris. 1986; Roskos. 1988), 
during child-choice and teacher-directed time (Rowe, 1986 and 1987), and during two 
teacher-directed segments of the day (Kawakami-Arakaki et al., 1989). 
The Dramatic Play Area was the site for Roskos’ (1988) six-month qualitative study. 
She analyzed 1,860 minutes of sustained (lasting more than 5 minutes) pretend play with a 
group of eight, four- and five-year olds. The two types of "literacy involvement- 
discovered by Roskos were "story making" and "displaying a literary stance." A wide 
range of literacy behaviors, described as "activities, skills, and knowledge," were observed 
occurring naturally, while the children were playing. The "activities" described by Roskos 
included children’s pretending to read books. The "skills" described were children's 
printing alphabet letters and words (e.g. children were making menus, signing "checks," 
playing store). The knowledge they demonstrated included appropriately using reading 
and writing in specific situations. According to Roskos, children used reading and writing 
in their naturally occurring play. 
Hams (1986) obtained similar findings across a variety of areas in her study of a 
single pre-school Headstart classroom over a five-month period. Literacy events were 
measured during free-choice time. Data were collected by videotaping six children engaged 
in literacy events (using the definition proposed by Anderson, Teale and Estrada [19801 
adopted in our study as well) during free-choice time in the dramatic play, art, blocks, 
books, sand and writing areas. She noticed that "more children engaged in literacy events 
before lunch when several areas of the room were closed (e.g., water table and dramatic 
play)" (p. 30). From her observations of children’s interactions with environmental print, 
Harris found that "the environmental print which the children found most engaging was 
their names" (p. 15). In contrast, "the most ignored print was print which gave directions 
in the various centers in the room such as a sign in the block area which said, What can 
66 
you build with the blocks?’" (p. 16). Hams also found differences in the types of literacy 
events observed in different areas. In the Writing Center and Art Area, children "explored” 
letters with the typewriter, letter stamps, and by using pencils and markers to copy the 
alphabet from a model or to write their names. In the Dramatic Play Area children wrote 
phone messages and notes to people in "personal cursive (scribbling),” which, according 
to Hams, were more "functional" and "communicative” (p. 23). She concluded that "the 
most important factor in facilitating the literacy growth of children was the teacher" (Harris, 
1986, p. 28). The role of the teacher most frequently observed during literacy events was 
described as being responsive to children when they asked questions as they tried to make 
sense of written language" (p. 28). The majority of interactions were child-initiated. 
Rowe (1986 and 1987) attempted to identity social interaction patterns during 
self-initiated literacy activities by observing three- and four-year-olds over an eight-month 
period in two self-selected activity periods and in teacher-directed group time activities. 
Literacy eventswere measured as time spent at the writing table, in the art area, in the book 
area, and at the piano. Although the impact of the study was weaked by the vague 
definition of literacy events as time spent in an area (p. 8),4 the value of teacher-child and 
child-child talk during literacy events was well-documented in Rowe's participant-observer 
ethnographic studies. 
The importance of teacher-child interactions was confirmed by Kawakami-Arakaki, 
Oshiro and Farran (1989) who found that differences in teacher implementation of The 
Morning Message and The Writing Process seemed to be related to the characteristics of 
the activity (Kawakami-Arakaki et al., 1989). Two new "segments" were introduced into 
the classroom, i.e., The Morning Message and Writing Time (35 minutes following the 
Morning Message, 20 minutes of which children were engaged in actual writing, the rest of 
the time was spent in pre-writing or sharing). Teachers were trained through 
demonstration of techniques and were supported by the researchers during the 
implementation of these segments. These "segments" were bounded in space and time and 
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can be considered behavior settings since all children engaged in these activities during 
specific periods (most of the teachers scheduled Writing Time for the whole class, while 
others conducted pre-writing and sharing as whole class activities, and designated the 
actual writing time to small groups or centers). The activities were characterized by 
"standing patterns of behavior" and thus can be examined ecologically. 
Since the researchers had observed that "in kindergarten classes, writing to 
communicate is rather uncommon" (Kawakami-Arakaki et al. 1989, p. 216), The Morning 
Message was devised as a school activity that would demonstrate the processes of reading 
and writing as part of the classroom communication system. The Morning Message was a 
text, decided upon by the teacher, and delivered during Circle Time, which offered the 
children some important information about their day. The implementation of this 
"segment" was "easily installed in many classrooms" (p. 215). 
In contrast, The Writing Process did not transfer easily into the "Real World" (p.213). 
Progress in writing with the process approach was hard to observe. 
Teachers had problems in circulating and talking with all the students 
during a single writing period. They would occasionally become impatient 
and discouraged over some of the slower students' apparent lack of 
progress. As they conferred with students, they often found it difficult to 
say something meaningful and encouraging about squiggles and other 
forms of beginning writing. (Kawakami-Arakaki, 1989, p. 213) 
The researchers concluded that the difference between teacher-directed tasks and 
child-centered tasks resulted in the differences in effective implementation. Although 
demonstration techniques were effective for implementing The Morning Message, in 
implementing The Writing Process teachers needed "understanding of the long-term course 
of writing development and of the principles of instruction" (p. 215). 
Studies conducted across segments in early childhood classrooms (Dyson, 1983a; 
Rowe, 1986 and 1987; Teale and Martinez, 1989; Kawakami-Arakaki, Oshiro, and Farran, 
1989) showed that (1) children engage in literacy events in many areas of the classroom, 
(2) children participate in literacy events when the teacher is absent from the area, (3) 
children participate in literacy events when the teacher is responsive to their initiations, 
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(4) there are relationships between the types of literacy activities observed and the areas of 
the classroom, and (5) the implementation of teacher-directed activities is more easily 
achieved than the implementation of child-centered activities. 
Chapter Summary 
In order to examine the relationships between the behavior setting and the standing 
patterns of behavior (range of acceptable behaviors), the researcher usually collects data 
through naturalistic observation without disturbing the ecology of the classroom. 
Phyfe-Perkins (1981a and b), Weinstein (1977), and Warner (1984) found a variety of 
environment-behavior relationships in early childhood classrooms. In some studies an 
additional variable, the teacher-child interaction, was found to be related to behavior 
(Sutfin, 1980, Bumsted, 1981). The impact of the environment on children's behaviors in 
early childhood settings has been observed as well by other researchers (Day and Sheehan, 
1974; Day, Perkins and Weinthaler, 1979; Smith and Connolly, 1980; Day, 1985). When 
children are observed in their natural activity in early childhood classrooms, the research 
supports relationships between behaviors and three factors: (1) design of physical space, 
(2) amount and presentation of materials, and (3) teacher-child interactions. 
The research on young children's reading and writing activities has been examined with 
close attention to those aspects of the behavior setting which, it is hypothesized, might be 
related to literacy events. Environment-behavior relationships have been discovered in the 
Library Comer (Morrow, 1982; Martinez and Teale,1988), in the Writing Center (Dyson, 
1983a, 1983b, 1985), and in the Dramatic Play Area (Roskos, 1988). In a few studies 
(Dyson, 1983a; Holmes, 1985; Morrow and Weinstein, 1986; Kawakami-Arakaki et al., 
1989; Teale and Martinez, 1989) researchers have introduced changes in the design of 
space or the use of time to describe the impact of these changes on the teacher-child 
interactions that occurred during literacy events. Other studies have described the 
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relationships between literacy events and aspects of the environment across a variety of 
segments of early childhood classrooms (Harris, 1986; Rowe,1986 and 1987). 
For many years, the impact of materials and adult-child interactions on young 
children's reading and writing has been of interest to researchers. Relationships between 
amount and accessibility of materials, and the nature of the parent-child interactions during 
literacy events have been described in the homes of early and emerging readers (Krippner, 
1963; Plessas and Oakes, 1964; Durkin, 1966; Clark, 1976; Teale, 1978; Heath, 1983; 
Taylor, 1983; Bissex, 1982 and 1987; Newman, 1983; Newkirk, 1984; Harste, 
Woodward, and Burke, 1984; Wells, 1985). Studies of read-aloud events in homes have 
also revealed relationships between the amount and availability of materials and the nature 
of parent-child interactions during literacy events (Doake, 1981; Snow, 1983; Heath, 1983; 
Sulzby, 1985; Bloome, 1985; Fagan and Hayden, 1988). 
In studies of emerging readers and writers' home and school environments, the 
amount and availability of materials and/or the adult-child interactions were mentioned in 
relation to the occurrence of literacy events. Some studies have concluded that literacy 
events occur more frequently in homes than in schools (Juliebo, 1986; Schickedanz and 
Sullivan, 1984). Others have concluded that there is a need for reading events which are 
more "home-like" in the schools (Schickedanz, 1978; Holdaway, 1979 and 1982; Roser 
and Martinez, 1985; Mason, Peterman and Kerr, 1989; Richardson, 1988). These studies 
have been conducted, for the most part, with children from middle class homes. Other 
studies comparing non-mainstream home and school environments of emerging readers 
have shown that the lack of match between school and home may contribute to high risk for 
failure to learn to read (Wells, 1980,1987a and 1987b; Heath, 1983; Schieffelin and 
Cochran-Smith, 1984). Some (Taylor and Dorsey-Gaines, 1988) have shown that 
non-mainstream children come from "literate homes" as well. Still others found that when 
the teacher-child interactions were modified to match the parent-child interaction patterns in 
homes, children from a variety of backgrounds were more often observed participating in 
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literacy events in schools (Jacob, 1982 and 1984; Rogoff, 1984; Au and Kawakami, 
1984). The literature comparing literacy events at home and at school supports the need for 
further research describing when and where children engage in literacy activity through 
transactions with the environment. 
Some studies describing the school environments for emerging readers and writers 
have indicated that the most important factor is a teacher’s theoretical orientation to literacy 
as reflected by the materials selected or displayed and by the teacher-child interactions 
observed in the classroom (Putnam, 1981a and b; Wilucki, 1984; Taylor et al., 1986; 
Meyer et al., 1985; Mason et al, 1986). 
Finally, a small body of research combines the knowledge base contributed by 
ecological psychology with the knowledge base contributed by reading and writing 
research on young children. These studies took into account the design of the physical 
space in describing literacy events (Morrow, 1982; Dyson, 1983a and 1985; DeFord, 
1984; Holmes, 1985; Harris, 1986; Rowe, 1986 and 1987; Morrow and Weinstein, 1986; 
Roskos, 1988; Martinez and Teale, 1988; and Allen et al, 1989). 
Recently, some authors have combined interest in the physical environment of the 
classroom and its impact on behavior with interest in the acquisition of literacy (Loughlin 
and Suina, 1982; Loughlin and Martin, 1987; Strickland and Morrow, 1989). These 
authors have suggested that the environment is an extension of the teacher, and, as such, 
exerts a profound influence on the literacy behavior of children. Some researchers have 
suggested that spatial organization, amount of materials and presentation of materials can 
stimulate spontaneous literacy behaviors in children in classrooms by integrating literacy 
into children's play (Teale and Sulzby, 1989). 
For the most part, the studies reviewed here have been conducted in natural settings. 
The problems of conducting nonintrusive research in settings where children's naturally 
occurring behavior is the unit of analysis have been addressed in a number of the 
studies—in some more successfully than in others. This review of the research includes 
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experimental, correlational, and ethnographic studies as well as ecological ones. Since data 
collection methods have important implications for the conclusions drawn from the data, 
many of the studies were conducted for purposes other than identifying aspects of the 
environment which related to literacy events. A non-traditional approach has been used to 
organtze these studies. Factors which describe the environments where literacy events 
occur have been gleaned from the research. Nowhere in the research has an orderly attempt 
been organized to observe children's reading and writing activities in and across all areas of 
the kindergarten. On the basis of this review, there is evidence which supports the need for 
inquiry into children's reading and writing activities and the impact of design of space, 
amount and presentation of materials, and teacher-child interactions. There is a need for 
naturalistic observation using systematic collection of data in and across all areas of 
kindergartens to describe "what goes on" in those settings during literacy activities. 
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Notes for ChWr 
. n the mainstream, middle-elass community, writing was usually for a purpose and 
structured to some degree by the parents. In Trackton there were few opportunities 
based on the absence of materials and lack of modeling, although one child, Mel, was 
described writing a pretend letter. In Roadville, the writing events were almost always 
structured by parents and were executed for reasons of etiquette or necessity. 
2. Putnam described the differences in these two approaches as follows: 
[t]he 'literate environment' approach might be considered an attempt to 
duplicate in the classroom those same learning experiences which appear 
to characterize the home environments of early readers. 
Specific curricular experiences associated with the "literate environment" 
approach include periods in which children can pretend read, discuss 
books with friends, or print; time for teachers and volunteers to read and 
re-read stones to the children; follow-up activities related to those 
stories, including dramatizations; sustained silent reading time; activities 
to foster metalinguistic awareness, and the provision of a phonics 
workbook for children who became interested in learning to decode 
(Putnam, 1982a, p. 8) 
In contrast, the traditional approach" to reading readiness was described by Putnam: 
Called the pre-reading skills' approach, its underlying assumption is that 
success in learning to read is best assured if mastery in certain foundation 
skills precedes instruction in decoding. The foundation skills which are 
most often emphasized fall into four areas: visual discrimination, auditory 
discrimination, letter naming and comprehension. 
Specific curricular experiences associated with this approach in the three 
kindergartens we studied included formal reading readiness lessons (usually 
comercially published materials), teacher-created lessons, storyreadings and 
a variety of literacy-related activities which could be engaged in during free 
play time. (Putnam, 1982a, p. 9) 
3. The observations resulted in the following descriptions of implementing and 
nonimplementing classrooms: 
The language- and print-rich classroom encouraged children to use both oral 
and written language throughout the classroom day as independently as 
possible. Children worked individually as well as in small and large 
groups, often moving from one activity to another at their own pace. 
Implementing classrooms were carefully organized and structured, but also 
included many opportunities for student discussion, movement, and 
independence. Not all the classrooms in the project were organized to 
accommodate this type of activity. In fact, the two nonimplementing 
teachers had rather rigid center-based programs in which small groups of 
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4. Rowe defined literacy events very broadly. "I would observe children from the time they 
arrived at a literacy center until they left for another center to begin a different kind of 
activity- a definition similar to the one Corsaro (1985) used to define interactive 
events in his ethnographic study of friendships in a preschool setting. In situations 
where one child left the center while others remained, or where children continued an 
activity in another area of the room, I decided to focus on the event most closely related 
to the hypothesis I was currently developing.” (p. 8) 
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CHAPTER III 
METHODOLOGY 
Introduction 
The review of the research (Chapter Two) required an examination of the research 
derived from two distinct areas of inquiry: (1) the knowledge base contributed by 
ecological psychology to environment-behavior relationships in early childhood classrooms 
and (2) the knowledge base contributed by reading and writing research on young children. 
Characteristics of behavior settings (such as kindergartens) and segments of the 
setting (such as the Dramatic Play Area) have been found to be predictive of standing 
patterns of behavior (the range of acceptable behaviors) in those settings. There is a 
relationship between where a child is and what he or she is doing. Environment-behavior 
relationships in early childhood settings were found to relate to the interaction of a number 
of variables. The behaviors of interest to the investigators varied across studies; 
nevertheless, when children's naturally occurring behavior was observed, relationships 
existed between the occurrence of certain behaviors and the interaction of design of 
physical space and the amount and presentation of materials (Shure. 1963; Rosenthal, 1973 
in Phyfe-Perkins, 1980; Sutfin, 1980; and Smith and Connolly, 1980), design of physical 
space and the role of the teacher (Prescott, 1973 in Gump, 1975; Phyfe-Perkins, 1981; 
Bumsted, 1981; and Warner, 1984), amount and presentation of materials and the teacher’s 
role (Gump. 19771. and among design of physical space, amount and presentation of 
materials, and teacher’s role (Kritchevsky and Prescott, 1969; Phyfe-Perkins, 1980; Smith 
and Connolly, 1980; Day, 1983; Day, 1985; Loughlin and Suina, 1982). 
Since behavior settings establish the conditions under which person-environment 
interactions can occur, this study has been undertaken to describe the conditions under 
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which children have opportunities to engage the kindergarten environment for literacy 
events. The research on children's reading and writing activity in home and classroom 
settings was scrutinized for attention to the impact of the same three environmental 
variables that were found in other studies to influence behavior. By gleaning from die 
reading and writing research references to those aspects of the behavior setting which had 
been shown to influence other behaviors, it became evident that the same factors may be 
related in some way to reading and writing behaviors or literacy events. 
Some studies were based on the assumption that a single factor, such as a teacher's 
orientation to literacy, accounted for the variation in the occurrence of literacy events 
between classrooms (Putnam, 1981a and 1981b; and Wilucki, 1984). Other studies 
concluded that the materials selected (Mason, Stewart and Dunning, 1986) or displayed 
(Taylor et al., 1986) by the teacher had more impact on literacy events than any other 
factor. DeFord (1984) found that the reading materials selected by the teacher had more 
impact on children’s writing than any other factor. Meyer and others (1985) found that 
children spent more time on literacy activities in classrooms where "teacher-initiated 
instructional interactions" were high. 
Studies have been conducted comparing home and school environments and have 
found that literacy events occurred more frequently at home than in schools (Juliebo, 1986; 
Schickedanz and Sullivan, 1984); that there is a need for reading events which are more 
"home-like" in the schools (Schickedanz, 1978; Holdaway, 1979 and 1982; Roser and 
Martinez, 1985; Richardson, 1988; Mason, Peterman and Kerr, 1989; and Sulzby, Teale 
and Kamberlis, 1989); that the "lack of match" between school and home may contribute to 
high risk for failure to learn to read (Wells, 1980; Wells, 1987a and 1987b; Heath, 1982; 
Schieffelin and Cochran-Smith, 1984); and that when the teacher-child interactions were 
modified to match the parent-child interaction patterns in homes, children from a variety of 
backgrounds were more often observed participating in literacy events in schools (Jacob, 
1982; Rogoff, 1984; Au and Kawakami, 1984). Most of the studies failed to include 
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information on die design of physical space in die classrooms. Some studies took into 
account the influence die design of die physical space might have on literacy events 
(Morrow, 1982; Dyson, 1983 and 1985; DeFord, 1984; Holmes, 1985; Harris, .986; 
Rowe, 1986 and 1987; Morrow and Weinstein, 1986;Roskos, 1988; Martinez and Teale, 
1988; and Aden et al„ 1989); however, these studies were usually conducted in certain 
areas of classrooms, rather than in and across all segments. 
After a review of research on reading and writing with special attention to those 
aspects of the environment found to be related to literacy events, the need for further study 
of the relationship between aspects of the kindergarten environment and the occurrence of 
literacy events was determined. This research project has (1) described conditions in the 
environment under which different types of literacy events occuired, (2) identified behavior 
settings in kindergartens which operate according to standing patterns of behavior 
described in this study as literacy events, and (3) described relationships between 
children's reading and writing activities and these three factors: design of space, 
presentation of materials, and teacher-child interactions. Implications have been made as to 
the opportunities children have to become engaged in transactions with the environment 
during literacy events (Chapter Five). 
Aspects of the behavior setting have been described using an interactive observation 
instrument which accounts for all the elements of the ecological system: the physical 
setting, children, teacher, time, purposes and materials. The Behavior Checklist of 
Child-Environment Interaction (Day et al., 1982) has been designed for use in early 
childhood settings including day care, nursery schools, kindergartens and primary grades. 
Each data point consists of information on behaviors, the activity /area, the teacher's role, 
the group size, and other features of the behavior setting. This descriptive study used 
focused observations of children's naturally occurring behavior in kindergarten behavior 
settings over a four-week period with behavior samples in four kindergarten classrooms. It 
was possible to obtain a deep, rich data base with enough diversity in terms of learning 
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areas to describe "what goes oh' in kindergarten classrooms during literacy events and to 
make judgments about children's opportunities to engage the environment during those 
events. 
The validity of the study is weU-founded in Day's human ecological approach to early 
childhood education (1983). Precautions have been taken to ensure the reliability and, to a 
certain degree, the generalizability of this study. The data were collected by two observers 
who were highly trained in the procedures for using The Behavior (Wi;., (Day, et al„ 
1982). In addition, the children in the sample population represented a multicultural, 
inner-city population. The teachers in the study were all experienced in teaching 
kindergarten. Finally, a pilot study was conducted prior to the major research effort in 
order to refine procedures and examine the taxonomy of literacy events. 
The treatment of the data was mainly descriptive. The hypotheses were stated in the 
null form since correlation does not imply causality. 
Problems 
The first problem addressed in this study was whether reading and writing activities 
were observed in classrooms, with what frequency, and what types. A taxonomy was 
generated to account for as much literacy activity as possible. Observations which did not 
fit into the categories were coded as "Other" types of literacy events. A description of the 
amount, frequencies, and types of literacy events observed in classrooms and in segments 
of classrooms is found in Chapter Four. 
The second problem addressed in this study was the relationships among design of 
physical space, amount and presentation of materials, and teacher-child interactions during 
literacy events. Four hypotheses were tested. 
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Research Hypothec 1: There is no relationship between the design of physical space and 
children's reading and writing activities in kindergartens. It is hypothesized that the 
behavior setting may not be related to children's reading and writing activities. 
Research Hypothesis 2 : There is no relationship between the amount and presentation of 
materials and children s reading and writing activities in kindergartens. 
It is hypothesized that children may not be observed in more literacy events in 
kindergarten classrooms where a wide variety of reading and writing materials are 
accessible to children as measured on The Survey of Displayed Literacy Stimuli (Loughlin 
and Cole, 1986). Classrooms where there is a higher display of literacy stimuli may not 
have more literacy events than classrooms where there is a low display of literacy stimuli. 
It is hypothesized that children may not be observed in more literacy events in 
kindergarten classrooms where they are using materials. The presentation of materials may 
not be related to children's reading and writing activities. 
Research Hypothesis 3: There is no relationship between the types of teacher-child 
interactions and children's reading and writing activities in kindergartens. It is 
hypothesized that teacher-child interaction may not be related to children's reading and 
writing activities. Children may not be observed in more literacy events in kindergarten 
classrooms where teachers facilitate (either through their participation or through their 
presence as an observer), rather than direct, children's reading and writing activities. 
Research Hypothesis 4: There is no relationship between literacy events and the interaction 
of aspects of the environment, specifically, design of physical space, amount and 
presentation of materials, and teacher-child interactions. It is hypothesized that the 
interaction of these factors may not be an important predictor of children's reading and 
writing activities. 
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The relationships have been described in Chapter Four of this 
The third problem addressed in this study was whether some k 
study. 
problem is addressed in Chapter Five where the results of the study are interpreted 
human ecological perspective to early childhood education. 
are inteipreted from a 
Methodology 
Site 
The study was conducted in a large urban school system in Western Massachusetts. 
Four kindergartens in three neighboring urban schools were selected in order to provide a 
sample which would reflect the multicultural population of the city. Classrooms A, B and 
D were located in two middle schools for fifth and sixth graders. Classroom C was located 
in an elementary school for children attending preschool through fourth grade. Since all 
four kindergartens serve the neighborhood children within a one-mile radius of the school 
and since the neighborhoods border one another, an inner-city sample population was 
achieved. 
Overall, the classrooms were comparable in terms of size, furnishings, and equipment 
(see Appendix B for classroom maps). The number of activity areas ranged from 11 in 
Classroom B, to 12 in Classroom C, 13 in Classrooms A and D (the area "20: Special" in 
Classroom D was used on one occasion when the entire class assembled in an area to 
videotape their reading of child-authored books. Since this use of space was observed on 
only a single occasion, it was not described at the beginning of the study as an activity/area 
but was coded as such during the study). All four classrooms in the study were comparable 
in terms of the design of physical space in that they had the following Activity/Areas: 00 
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Transition; 01 Open Activity; 02 Clean-Up; 03 Dramatic Play Areas; 04 Table 
Games/Manipulatives Areas; 05 Blocks Areas; 06 Library/Books Areas; 07 Art Areas; 08 
Circle Time Areas; 13 Small Group/Math Areas, and 14 Small Group/Language Ateas. 
Some segments of the behavior setting varied across classrooms. Classrooms A, B, 
and C had SandTables (Area 12) and Clay Tables (Area 16). Other site differences 
included Writing Centers (Area 15) in classrooms A, C, and D; and Listening Centers 
(Area 18) in classrooms C and D. Throughout the study Classroom A had a Thematic 
Studies Table (Area 17), and a similar center was opened in Classroom B during the final 
week of the study. The introduction of the Thematic Studies Table in Classroom B was the 
only change in design of physical space in any of the classrooms over the course of this 
study. 
Each activity/area was described by the teacher (see Appendix B), maps were made of 
each classroom (see Appendix C), and purposes for each area were identified. All four 
teachers identified areas of the classroom that were designed for the purpose of engaging 
children in literacy events. Teachers in all four classrooms anticipated literacy events in the 
Circle Area, the Library /Books Area, and the Small Group Language Arts Area. In the 
classrooms that had writing centers (A, C and D), Thematic Studies Tables (A and B), and 
listening centers (C and D), the teachers anticipated the occurrence of literacy events in 
those areas. Teachers in Classrooms A, C and D anticipated literacy events in the Table 
Games Area. Literacy events were anticipated by the teachers in the Art Area in Classrooms 
A and D, and in the Science Area in Classrooms A and C. Only in Classroom A did the 
teacher anticipate the occurrence of literacy events in the Dramatic Play Area. Only in 
Classroom C did the teacher anticipate the occurrence of literacy events in the Sand Area. 
Only in Classroom D did the teacher anticipate the occurrence of literacy events in the 
Small Group Math Area. 
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Subjects 
The children in Classrooms A, B, C and D are represemative of the culturally diverse 
kindergarten children who attend public school kindergartens in the city selected for this 
study. In this study the children were 46% Black, 15% Non-Minority, 34.5% Hispanic 
and 4% Astan. Of the 34.5% Hispanic children, 20.5% were English dominant and 14% 
were receiving bilingual education services which involved leaving the kindergarten 
classrooms for portions of the day. Although there were more boys (56%) than girls 
(44%) in the sample, this difference was not marked in any classroom. All children in the 
four classrooms participated in the study. Attrition was comparable in each of the 
classrooms since, over the four-week period, one child from each of the three classrooms 
(A, B, and C) transferred to other schools, and in each case, a new child entered. The new 
children were not included in the study. 
The number of children in each class was comparable for Classrooms A (22 children), 
B (23 children), and C (22 children). There were fewer children in Classroom D (11 
children) which was located in a school on the periphery of the district. Enrollment was 
unusually low in Classroom D during the year of the study due to neighborhood 
demographics and the opening of a number of full-day kindergartens in the city. It appears 
that a number of children who would have attended Classroom D were bused to other 
schools for full-day kindergarten sessions. Class size returned to normal (22 children) 
during the school year following the study. 
The mean age of children in the sample was 68.9 months. Children in Classroom D 
were, on the average, slightly younger (67.8 months) and children in Classroom C were 
slightly older (70.9 months). Overall the boys were slightly older (by 2 months) than the 
girls. The oldest child in the sample was 88 months and the youngest was 62 months. The 
wide range of ages is indicative of the school system's policy to accept children into 
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kindergarten if they are 5 yea., old before Febmary 1, and the practice of retaining children 
in kindergarten if necessary. 
In summary, the 78 subjects in the four classrooms represented a wide range of ethnic 
and cultural backgrounds characteristic of inner-city populations in the New England area. 
Teachers 
All four teachers involved in the study were tenured with at least three years of service. 
Each teacher had attended at least one kindergarten curriculum meeting during the past six 
months indicating that all were involved, to some degree, in professional development. 
Teachers in kindergartens A, B, and C had full-time aides, all of whom had served in the 
kindergartens for a number of years. The teacher in Classroom D did not have a teacher's 
aide because of the smaller number of children in her class. Overall, the ratio of adults to 
children was consistent throughout the sample at 1 adult: 11 children per classroom. 
Teachers from the three schools were asked to participate in a research project on 
children's naturally occurring behaviors and the impact of the environment on those 
behaviors. Although the teachers were aware of the researcher's interest in reading, they 
were not informed that the occurrence of literacy events was the focus of the study. Each 
teacher agreed to comply with the researcher's request that all areas of the classroom 
remained open for use by children during free play time in order to prevent effects related to 
closing centers that had interfered with data collection in other studies (Sutfin, 1980; 
Harris, 1986). Although it is possible that this request may have violated the "naturalness" 
of the study, the policy was not considered intrusive by the four teachers who usually kept 
all the centers open during free play time prior to the onset of the study. 
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Programs 
The programs in these four classrooms were similar in that all extended for two hours 
and thirty minutes and all four teachers planned periods for full class activities like Circle 
Time (08), small group activities, free choice activities, and stray time (see Table 3.1). 
Some differences were found in the order (see Appendix G) and duration of these activities 
across classrooms. 
TABLE 3.1: Scheduled Activities by Classroom 
■Classroom 
Activitv/Area 
A B C D 
Circle 30 minutes 30 minutes 30 minutes 30 minutes 
Small Group 30 minutes 60 minutes 30 minutes 15 minutes 
Free Choice 60 minutes 45 minutes 45 minutes 60 minutes 
Story time 30 minutes 15 minutes 15 minutes 15 minutes 
Other (usually reading and looking at books) 30 minutes 30 minutes 
Although these data reflect the teachers' planned use of time in each of the four 
classrooms, the data collected on The Behavior Checklist during the four-week period are 
more indicative of the actual use of time in these classrooms. Since the observations were 
scheduled to include the range of activities across the entire session, these findings are 
discussed in Chapter Four (Results) of this study. 
Observation Instrument 
The instrument selected to measure children's naturally occurring behavior in this 
study was a modified form of The Behavior Checklist of Child-Environment Interaction: 
Second Edition (Day et al., 1982). 
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Ite Behavior ChMnfr, Of Child-EnYirornrm Intern^ is an interactive observation 
instrament which accounts for all the elements of the ecological system: the physical 
setting, children, teacher, time, purposes, and materials (Day, et al„ 1982), First, the 
activity/areas are identified by tire teacher and the ptuposes of the activity/amas are 
described on Activity/Area Sheets (see Appendix C). The procedures and four of the 
codmg categories utilized in this study are those defined in The Behavior 
Child-Environment Interaction • Second Fditjon. The coding of behaviors, teacher's role, 
group size, and teacher- or child-choice of an activity are all described in Appendix A. 
Five categories of child behavior constitute the Checklist: (1) task involvement, (2) 
cooperation, (3) verbal behavior, (4) materials use, and (5) consideration. The Checklist 
could be modified without changing the procedure to measure other behaviors (Day, 1983, 
p. 276). On the basis of the review of the research on children's reading and writing 
activities and in an effort to measure the incidence of literacy events in kindergarten 
settings, the category Literacy Events has replaced the behavior "consideration" on the 
Checklist. This modification to the instrument was based on an earlier use of the 
instrument in an informal investigation of children's behaviors in a preschool setting. 
During that study most of the "consideration" behaviors were coded as "respecting the 
space of others." The decision was made to eliminate "consideration" and replace the 
category with "literacy events" since (1) little variety was found in consideration behaviors 
in the earlier study, (2) there was no evidence in the research that consideration behaviors 
related to literacy events, and (3) the instrument was designed to be modified without 
changing the procedure to measure other behaviors of interest. The behavior of interest to 
this researcher was children's reading and writing activity. 
A taxonomy of literacy events was generated following a review of the research, 
informal observations of children in kindergarten classrooms, and results of the pilot study. 
In generating the taxonomy, attempts were made to operationally define types of literacy 
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activity. The coding of literacy events is described in Appendix A. The particular features 
of literacy events are described in the following paragraphs. 
Wells (1980, 1987a, 1987b) described literacy events in terms of looking at a picture 
book, drawing and coloring, writing or pretending to write and listening to a story. In this 
study, as in studies by Dyson (April, 1983; 1983,1985), Hippie (1985), Hilliker (1982), 
and as pointed out by Gardner (1980, p. 55), drawing has been recognized as closely 
linked to writing and has been denoted as a literacy event. On the basis of these studies 
drawing or coloring, Writing Or pretending IQ write, and listening to a story have been 
included as categories of Literacy Events. 
Martinez and Teale (1988) identified "children's uses of books" as browsing, 
studying books, emergent reading of books, and combined discussing a story or 
illustration, acting out a story, conventional reading or listening to some reading as "other" 
uses. In this study, as in Martinez and Teale’s, browsing has been defined as "rapidly 
flipping through all or part of a book." In addition, this study includes completing a 
worksheet Qf workbook psge, since this activity is not uncommon in some kindergarten 
classrooms. In addition, the use of worksheets has been mentioned by Adams (1990, p. 
418) and Chall (1983, pp. 172-173). 
Other categories generated as a result of the pilot study include studying books /charts 
defined as silent study of print (Martinez and Teale, 1988), and emergent reading of 
books/charts, defmed as independent or choral reading of a book or chart (Martinez and 
Teale, 1988). Finally, a category of Other was created to describe events which fit the 
definition of literacy events, but were not within the taxonomy designed for the study. 
Events categorized as Other included children dictating a story while the teacher wrote, 
assembling magnetic letters on a metal board, using letter puzzles matching small and 
capital letters, filling in the blanks in a teacher-made booklet, matching colors to 
color-coded cards during a game, naming the letters on flash cards, matching pictures to 
letter cards by associating beginning consonant sounds, removing name cards from a 
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pocket chart upon entry into the classroom for attendance, reading a label from a bottle in 
the Dramatic Play Area, asking questions about letters on a name tag, identifying letters that 
were stepped-on during a game, spelling aloud a name that had been written on the board, 
participating in an Alphabet Bingo game in which the teacher held up the letters and 
children identified the letter and named an object that began with the same sound, and 
sharing pictures and pnnt by standing in front of the group and talking about the picture. 
Two other modifications were made to the instrument. Based on Day’s observation 
that children were seldom observed abusing materials Pay, 1983, p. 119), the behavior 
"Abuses Materials" was replaced with "Teacher/Other Child Use of Materials" when the 
teacher or another child was holding materials. 
The final modification to the instrument was the inclusion of "Teacher-Choice" and 
"Child-Choice" of activities. Teacher-choice was coded for those activities to which the 
children were directed by the staff or for which the expectation to join an activity existed. 
Child-choice was coded for those activities freely chosen by children. When a clear 
distinction between teacher-choice and child-choice was unable to be made, use was made 
for the most common form. 
Finally, in this study, children's reading and writing activities are defined as literacy 
events. Literacy events are standing patterns of behavior defined as "events in which the 
child interacts with objects as if he/she is reading or writing" (Anderson, Teale, and 
Estrada, 1980, p. 59) or when the child is listening to a story. The terms are used 
interchangeably. 
Nature of the Data 
Data were both quantitative and qualitative in nature. The primary data were 
quantitative. These data were collected as frequencies using The Behavior Checklist for 
Child-Environment Interaction: Second Edition. Literacy events, teachers’ roles, 
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activity/areas, materials use, verbal behaviors, task involvement. 
cooperation, and teacher- 
or child-choice of the activity were coded on Us Behavior Hic-Hist. A second instrument, 
Ihe Survey for Displayed 1 Jlaag Stimuli, made it possible to count the number of 
categories of literacy stimuli in each classroom and in each area of the classrooms. 
Fieldnotes were recorded when literacy events were observed. TTte qualitative data from 
the fieldnotes made it possible to preserve the details of the literacy events. 
Observation Procedure 
Behavior was observed using a systematic, time-sampling approach over the course of 
the program day, to describe aspects of the behavior and the setting. Prior to observing the 
children, the researcher, with the teachers, completed the Activity/Area Description Forms 
for each segment of the classroom. The Activity/Area Description Form describes the 
location of the learning area in relation to other adjacent learning areas, the number of 
children allowed to use the area simultaneously, the anticipated role of the adult in that area, 
the anticipated behavior of the child while engaged in the area, the materials and equipment 
available, the time of day when the activity area is available for use, and the purpose of 
child development goals of the area. Following data collection, the information on the sheet 
was used in analyzing behavior-environment relationships. These data are located in 
Appendix C of this document 
In accordance with the directions for using The Behavior Checklist (Day et al., 1982), 
the observation schedule for each classroom was arranged to allow for one-hour 
observation periods followed by a thirty-minute break. In order to cover all periods of the 
day, each segment of time was assigned a number from one to thirty over the seven days of 
observation in each classroom. These assignments were developed into Observation 
Schedules which were designated by letters A through G. The Observation Schedule for 
each classroom is described in Table 3.2. 
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Classroom A 
1ABLE 3,2; Observation Schedule forCiassmo^ 
Activities Time ScheHMif A E 
Circle 30 mins. 1 
Small Group 30 mins. 2 6 
Free Choice 30 mins. 30 7 
Free Choice 30 mins. 3 
Free Choice 15 mins. 4- 8- 
Closing 30 mins. 5 
Classroom B 
Activities Time Schedule 
.A E 
Circle 30 mins. 1 
Small Group 30 mins. 2 6 
Story Time 15 mins. 30- 7- 
Free Choice 30 mins. 3 
Free Choice 15 mins. 4- 8- 
Closing 30 mins. 5 
Classroom C 
Activities Time Schedule A E 
Silent Read. 15 mins. 1- 
Circle 30 mins. 2 6 
Small Groups 15 mins. 30 7 
Free Choice 30 mins. 3 
Free Choice 15 mins. 4- 8- 
Story Time 15 mins. 5- 
Classroom D 
Activities TimeSchedule A E 
Circle 30 mins. 1 
Small Groups 15 mins. 2 6 
Free Choice 30 mins. 30 7 
Free Choice 30 mins. 3 
Other 30 mins. 4 8 
Storytime 15 mins. 5- 
£ D E E G_ Total 
10 15 20 25 5 
11 16 21 5 
17 22 26 5 
12 29 18 27 5 
13- 23- 28- 5 
9 14 19 24 5 
£ D E E G_ Total 
10 15 20 25 5 
11 16 21 5 
17- 22- 26- 5 
12 29 18 27 5 
13- 23- 28- 5 
9 14 19 24 5 
£ D E E £_ Total 
lO- 15- 20- 25- 5 
ll 16 21 5 
17 22 26 5 
12 29 18 27 5 
13- 23- 28- 5 
9- 14- 19- 24- 5 
£ D E E £_ Total 
10 15 20 25 5 
11 16 21 5 
17 22 26 5 
12 29 18 27 5 
13 23 28 5 
9- 14- 19- 24- 5 
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No more than two observation periods were conducted each day, with the exception of 
the first week of observations when some periods were consecutive in order to provide 
adequate sampling of all learning areas during the four weeks of observations. Altogether, 
each time penod was observed five times over the course of the investigation. 
Since the study was conducted by two researchers, the twenty-eight observation days 
were completed over a seventeen-day period, with five days for simultaneous 
observations. Both observers followed the same schedule and observed the same children 
for the first four days of the study. During this time interobserver reliability was 
established. Interobserver reliability was assessed again mid-way (Day 13) through the 
study when both observers made simultaneous observations in Classroom A for one day. 
The days of observations by classroom were arranged to ensure a random observation 
schedule across days and in classrooms. Table 3.3 shows the distribution of observations 
across classrooms over the days of the study. 
TABLE 3.3: Davs of Observations bv Classroom 
Classroom Mon. Tues. Wed. Thurs. Fri, No. of days 
A 1,21 17 13 9 5,25 7 
B 6,26 2,22 18 14 10 7 
C 11 7,27 3,23 19 15 7 
D 16 12,28 8 4,24 20 7 
The first observer followed the schedule for days one through seventeen. The second 
observer followed the schedule for days one through four, day thirteen, and days eighteen 
through twenty-eight. (Interobserver reliability was rechecked on day thirteen when both 
observers collected data in Classroom A). Using this schedule (see Table 3.4), the 
observers were in the same classroom only on days when inter-rater reliability was being 
examined. Reduction of the number of days for the study from twenty-eight to seventeen 
minimized the probability that maturational factors would interfere with the study. 
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TABLE 3,4; Days Qf Observation hv flagman and hv Srh«»Hnir pny 
Classroom Tues. 
A 1(A) 17(E) 
21(F) 
B 6(B) 2(A) 
26(G) 22(F) 
C 11(C) 7(B) 
27(G) 
D 16(D) 12(C ) 
28(G) 
Wed. Ihurs, ErL No. of days 
13(D) 9(C) 5(B) 
25(G) 
7 
18(E) 14(D) 10(C) 7 
3(A) 
23(F) 
19(E) 15(D) 7 
8(B) 4(A) 
24(F) 
20(E) 7 
When using the time-sampling by subject method for data collection, researchers not 
only must control the scheduling of observations but also must ensure randomness in the 
order of data collection. Lists of the boys and girls in each classroom were arranged in 
alphabetical order and numbers were assigned, alternating whenever possible between the 
list of boys and the list of girls. After each child in the the classroom was assigned an 
identification number, the children were observed in random order in each classroom in a 
series of five 30-second observations. Each 30-second observation constituted a data 
point. There were approximately 25 data points on each child gathered in five series of five 
observations over the course of the study. Since children were observed in random order, 
unforeseen circumstances occasionally interfered with collecting the same amount of data 
on each child. (Children were taken out of the classroom for bilingual services, speech 
therapy, and hearing tests. Some observations were interrupted when children left the 
classroom to go to the bathroom.) But since the unit of analysis was the literacy event, 
rather than the child, the number of observations per child was not crucial. During the 
course of the study at least one child moved out of the district in Classrooms A, B, and C. 
Other children were occasionally absent. Finally, the smaller class size in Classroom D 
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(11 children) led to a higher per-child sampling of behavior. Since the teacher-child ratio in 
each classroom was approximately the same in each of the four classrooms, the higher 
number of observations per child in Classroom D was not considered problematic for the 
study. The frequency of observations per child and the frequency of literacy events per 
child are described in Appendix F. 
Data were gathered by obtaining a large number of time samples of behaviors of 
individual children, the location in an Activity/Area, the group size, the role of the teacher, 
and the choice of activity as child-choice or teacher-choice. A minimum of 50 thirty-second 
samplmgs of behavior have been collected in each of the areas that were common to these 
four classrooms. A minimum of 250 data points have been collected during each segment 
of the program day. 
Nonintrusive collection of data was conducted by two observers over the four weeks of 
the study. Prior to conducting the study, each observer visited each of the four classrooms 
for an hour taking random notes and using a clipboard, thus simulating the conditions 
under which the study would be conducted. The teachers introduced the researchers as 
people who wanted to learn more about kindergartens. Since complete passivity was not 
realistic in a classroom with young children, the observers agreed to respond briefly to 
children’s inquiries. When asked, "What are you doing?" observers replied, "I’m doing 
my work." When children persisted, observers responded, "I need to learn about 
kindergartens." With only an occasional exception, these techniques seemed to allow for 
nonintrusive data collection. As in similar studies (Smith and Connolly, 1980, p. 35), 
these few instances where the observer's presence was noted contrasted with the 
overwhelming majority of the samples in which the observer's presence seemed completely 
inconsequential. 
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Inter-Rater Reliability 
The importance of inter-rater reliability in which human coders are employed has been 
acknowledged in this study (Borg and Gall, 1983; Frick and Semmel, 1978). Since a 
time-sampling procedure was used to collect the data, it was important to develop an 
observation schedule which accounted for equitable observations in each classroom and an 
adequate sampling of learning areas as described above. In addition, two observers, this 
investigator and a graduate assistant trained in the use of the instrument, collected these 
data. Interobserver reliability was examined (as described below) and was computed using 
the formula proposed by Irwin and Bushell (1980, p. 196) for examining time-sampling 
observations by two observers. 
Agreement (total for both observers') X Number of Observers (2)= Reliability 
Total Number of Tallies J 
In order to control for the possibility of observer bias, both the researcher and the 
research assistant underwent training on The Behavior Checklist one week prior to the pilot 
study. Videotapes were viewed and replayed for content analyses until a .80 correlation 
between observations was established. The coders then observed children in a 
kindergarten from an observation booth until a .85 correlation between observations was 
established. A few days later the pilot study was initiated. 
Although the instrument has been designed with an interobserver reliability of at 
least .90 (Day, 1983), for the pilot study which involved only 70 data points over the 
course of one morning in a single kindergarten, interobserver reliability was accepted 
at .882 . Each data point was 30 seconds in duration, and each included the coding of 
behavior, Activity/Area, teacher's role, group size, and choice of activity as the teacher’s or 
the child’s. Following the pilot study, the investigator and the graduate assistant underwent 
further practice sessions in using the instrument, and a reliability of .90 was reached prior 
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to beginning the major investigation. During the first four days of the study, observers 
coded simultaneously. An overall reliability of .981 was obtained. Reliability for using the 
instrument was again checked during the final week of the study. Simultaneous 
observations over the course of one morning yielded reliability at .971. On the basis of 
these correlations, the investigator is confident that the observations were reliable. 
The Survey of Displayed Literacy Stimuli 
A second instrument, The Survey of Displayed Literacy Stimuli (Loughlin and Cole, 
1986) was administered twice in each classroom by the principal investigator prior to the 
beginning and near the end of the study. The instrument, described in Appendix D, 
examines each area for information about the pattern of distribution of the literacy stimuli in 
the environment and compares one area to another. In addition, the instrument shows the 
kinds of literacy stimuli offered within areas. 
The degree of variety in reading and writing materials was operationally defined 
according to the number of categories of displayed literacy stimuli as measured on The 
Survey of Displayed Literacy Stimuli (Loughlin and Cole, 1986). The categories were: 
(1) current child-generated messages; (2) labels or stories (less than five days old); 
(3) messages about the current day; (4) displayed directions for activities; 
(5) sign-on charts or sheets; (6) different kinds of books; 
(7) different kinds of recording tools; (8) different kinds of recording materials; 
(9) different references; (10) printing or writing segments related to nearby materials, 
objects, or pictures; (11) community culture/language books or print segments; 
(12) the presence of empty display space; (13) the presence of display tools; 
(14) the presence of clearly legible handwritten or machine-printed segments; 
(15) the presence of books with cover or page displayed; and (16) the presence of 
functional labels. 
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The scoring procedure was adapted for this study to determine the level of stimulus 
and support for literacy behaviors present in each of the four classrooms, as well as in each 
area of the classrooms. A similar adaptation in scoring of The Survey ofOkplay^ 
Literacy Stimuli (Loughlin and Cole, 1986) was used by Wilucki (1984) in her study 
comparing a mechanics/skills classroom to a communication/whole language classroom. In 
this study, each classroom was surveyed for displayed literacy stimuli on the basis of the 
sixteen categories. 
As specified when using this instrument, only literacy stimuli displayed at or below 
children s eye level were recorded. Each activity/area of each classroom was surveyed for 
whether or not materials were displayed, in each of the sixteen categories. A score was 
obtained ranging from 0 (if there were no literacy stimuli displayed at children’s eye level 
or below) to 16 (if all categories of literacy stimuli were displayed at children's eye level or 
below). 
Although the instrument has not been subjected to tests for reliability or validity, it has 
been described and used in other studies (Wilucki, 1984; Loughlin and Cole, 1984; 
Loughlin and Suina, 1982; Loughlin and Martin, 1987) to "help determine the level of 
stimuli and support for spontaneous literacy behaviors in a learning environment" 
(Loughlin and Cole, 1986). 
Fieldnotes for Literacy Events 
When literacy events were observed, the investigator and research assistant completed 
the five consecutive 30-second observations of the child on the Checklist and then filled out 
a Fieldnotes for T .iteracv Events form (see Appendix E). The form was designed to 
preserve details of the literacy events that would not have been possible to preserve when 
behaviors were coded and recorded on The Behavior Checklist of Child~Environmgnl 
Interaction: Second Edition (Day et al., 1982). Some literacy events could not be coded 
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using the taxonomy and were designated as "Other" types of literacy events. By describing 
these events using fieldnotes, it was possible to describe in detail those behaviors as they 
occurred. 
After the two observers listed the identifying data (i.e., child identification number, 
activity/area, classroom identification, date of observation, and literacy activity as coded), 
the participants and the nature of the activity were described in detail. If the child was 
engaged in a reading activity, the type of text was identified. A section of the form listed 
descriptors for writing events as copying, generating, communicating or other. 
The interobserver reliability on the form was determined by eliminating all identifying 
data (such as child number, activity/area, classroom identification, date of observation) and 
submitting the fieldnotes forms for the five days of simultaneous observations for analysis 
to an independent early childhood professor.1 Of the 63 Fieldnotes for Literacy F.vents 
forms filled out during the five days, 28 pairs were correctly matched by the independent 
professor. The reliability of .888 between the two observers on the Fieldnotes for Literacy 
Events forms was considered adequate for this investigation. 
Treatment of the Data 
Since the purpose of the study was to explore and describe those aspects of the 
behavior setting which may be related to literacy events, the treatment of the data was 
descriptive and correlational. The quantitative data obtained on The Behavior Checklist 
consisted of frequencies. The quantitative data obtained on The Survey of Displayed 
T.iteracv Stimuli consisted of scores. The data from The Fieldnotes for Literacy Events 
were qualitative in nature. 
Whenever separate classrooms are combined to reflect a representative population (in 
this study, "kindergartens” ), precautions must be taken to preserve the independence of 
the data from one classroom to another. In studying the effects of environmental changes 
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on two groups, Smith and Connolly (1980) found that when similar effects were obtained, 
a greater degree of confidence in the generalizability of findings was possible (p. 31). In 
this study each hypothesis has been examined by classroom as well as across the sample. 
When patterns observed across the sample are also evident in separate classrooms, there is 
stronger evidence that the observed behaviors may be generalise to other similar 
situations.^ In this study, the treatment of the data has taken into account differences 
among classrooms. 
The first problem was addressed by describing what types, and how often literacy 
events were observed in and across classrooms. Although efforts were made to collect an 
equal number of observations in each classroom, unexpected interruptions, such as school 
photographs, fire drills, and assemblies, made it impossible to ensure that each classroom 
was equally represented in the sample. In addition, some classrooms had more 
observations than others. The study was descriptive. For descriptive purposes, 
frequencies were changed to percentages in order to compare classrooms. Percentages were 
analyzed rather than frequencies because percentages are directly comparable, whereas the 
frequencies are not. Use of percentages made it possible to describe, compare and contrast 
aspects of the behavior setting and the standing patterns of behavior of interest to this study 
(i.e., literacy events) across the entire sample and by individual classroom. 
The second problem was addressed by testing four hypotheses. The statistic selected 
for examining the dependence of factors which influenced literacy events was the 
Chi-square (SPSS Statistical Package for the Social Sciences, 1984; and SPSSX, 1990). 
The first three hypotheses were tested using three Chi-square tests of significance. A 
problem for this analysis was that single observations could fall into more than one 
category, and consecutive observations of a child could not be considered completely 
independent This conservative measure seemed most appropriate for analyzing 
observations which were not always independent. After the Chi-square tests were 
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completed, the data were described in terms of percentages in and across classrooms in 
order to draw comparisons and point out similarities. 
The first hypothesis examined the relationship between literacy events and design of 
physical space. In this study, the design of the physical space/area refers to the selection 
and arrangement of learning or experience areas; the utilization of available space for 
individual, small group, and full class activities; and the consonance and reciprocity 
between adjacent learning areas (Day, 1983, p. 163-188). Each Activity/Area Description 
Sheet describes the location of the Activity/Area, the purpose of the Activity/Area, and the 
program goals to be addressed in the area. The consonance and reciprocity between areas 
were described for each classroom using the Activity/Area Description Sheets and the 
classroom maps. When children were observed in the classroom, each observation was 
coded with a location for the activity/area in the classroom. Literacy events were identified 
by area, and relationships were described in terms of percentages across the entire sample 
and by classroom. 
The second hypothesis addressed the relationship between literacy events and the 
amount and presentation of materials. According to Day (1983, p. 195), "[i]n many ways 
the presentation of the materials, the degree to which children have access to them, will 
influence behavior more than the kinds of materials that have been selected." Materials Use 
was designated on The Behavior Checklist of Child-Environment Interaction : Second 
Edition when the child was using materials and/or equipment. A modification of the 
instrument (see pp. 91-92) has been the replacement of the category "Abuses/Misuses" 
with "Teacher/Other Child Use of Materials." Therefore, in this study, Materials Use was 
coded when a child was using materials and/or equipment or was observing a teacher or 
other child use materials or equipment. Literacy events were identified by materials use, 
and relationships were described in terms of percentages across the entire sample and in 
individual classrooms. 
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The amount of materials in each classroom was assessed using The Survey nr 
Displayed Literacy Stimuli (Loughlin and Cole, 1986). The use of the survey is described 
below. The scoring of the instrument was modified to account for the number of categories 
of displayed literacy stimuli in the classroom (Wilucki, 1984). 
The third hypothesis examines the relationship between literacy events and the nature of 
the teacher-child interaction during literacy events. The adult’s activity in the classroom is 
an environmental factor which influences the behavior of the children in the setting. 
IgflCher-child interactions wgre measured in terms of the role the teacher assumed in 
relation to the child who was being observed. The teacher's role in each child's observed 
behavior has been defined as absent if the teacher is not physically present in the area in 
which the child s behavior is observed; as observing if the teacher is present in the area but 
is only observing the activity of the child (the adult may comment on the activity but does 
not become engaged with the child); as participating if the teacher is participating in the 
activity with the child but is not directing, nor controlling, the events (the teacher, in this 
case, may be facilitating by making sure materials are there, engaging in the same activity 
as the child, cooperating with the child, etc.); and as directing if the teacher is in charge of 
the activity of the child or a group of children. Literacy events were coded by teacher's 
role, and relationships were described in terms of percentages across the entire sample and 
by classroom. 
Testing the fourth hypothesis involved examining the degree of relation among the three 
variables during literacy events. The interactions examined were (1) area by materials use; 
(2) area by teacher's role; and (3) materials use by teacher's role. 
The third problem is whether some kindergarten behavior settings, or segments of 
those settings, provide children with opportunities to become engaged in reading and 
writing activities through transactions with the environment. This problem has been treated 
in Chapter Five where the results of the study are interpreted and implications are drawn. 
99 
Use of Survey Data 
A second instrument, Ihg Survey of Displayed Literacy Stimuli (Loughlin and Cole, 
1986) was administered prior to observations and again during the final week of the study 
to determine the level of stimuli and support for literacy behaviors in the kindergartens. By 
conducting the survey on two occasions over four weeks, it was possible to show that 
there was veiy little change in the display of literacy stimuli over the course of the study. 
The results of this survey were used to further evaluate the influence of the amount of 
materials on children s reading and writing activities. It was hypothesized that the measure 
obtained on Jhe Survey of Displayed Literacy Stimuli in each classroom would not reflect 
the frequency of literacy events in that classroom. It was predicted that classrooms with 
higher displayed literacy stimuli would not be classrooms where there were higher 
incidents of literacy events. Classrooms with lower displayed literacy stimuli would not be 
classrooms where literacy events are less frequent. 
Use of Fieldnotes for Literacy Events 
Finally, all literacy events were described, using the data from the Fieldnotes for 
Literacy Events. The Fieldnotes were especially helpful for recounting the nature of the 
literacy events which had been coded "Other" on The Behavior Checklist. Differences 
between literacy events were further detailed by describing the charts and books used with 
children. For example, in some classrooms the use of "Big Books" may have made print 
more accessible to large groups of children than in other classrooms where typical picture 
books provided access to print only to those seated near the teacher. These detailed 
descriptions further qualify those aspects of the behavior setting which characterized 
literacy events in the kindergarten classrooms observed. 
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Limitations of the Study 
One limitation of this study is the underlying assumption that reading and writing are 
observable behaviors. It is not the intention of this study to argue that processes within the 
child or between children are not important. Rather, it is the intention of this study to point 
out that factors in the environment must be taken into account as well if teachers are to 
design environments which provide opportunities for children to engage in transactions 
such as literacy events. By unobtrusively observing children’s naturally occurring 
behaviors in classrooms using a time-sampling by child approach, it is possible to ensure 
some degree of ecological validity. The object of study is not the individual, but rather the 
behavior setting which operates according to standing patterns of behavior described as 
reading and writing. 
In addition, the treatment of the data has taken into account differences among areas of 
classrooms. For example, although areas such as Dramatic Play are common to all four 
kindergarten classrooms in this study, there are obvious differences from one classroom to 
the next in the Dramatic Play Areas. And although the similarities between the Dramatic 
Play Areas may outweigh the differences among classrooms, there is an obvious need to 
document the similarities and differences. For example, in all four classrooms children 
were expected to engage in social fantasy play in the Dramatic Play Area. Only in 
Classroom A's Dramatic Play Area did the teacher anticipate the occurrence of literacy 
events as described in the purpose or child development goals for the area. Activity/Area 
Description Sheets for each activity/area of each classroom (Appendix B) as well as 
classroom maps (Appendix C) have been included in order to preserve these details. 
No matter how useful the instrument, the coding of behaviors makes likely the loss of 
details preserved by research methods such as videotaping and audiotaping. In order to 
minimize this effect, fieldnotes were recorded whenever literacy events were observed. 
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Other limitations are imposed by the nature of conducting ecological research. While 
every effort has been made to identify the literacy stimuli displayed at children's eye level in 
each classroom, other literacy stimuli such as print on a child's tee-shirt or on a name tag 
existed in the classroom. The stimuli were described in the fieldnotes, but were not 
measured on classroom surveys. 
The use of the Chi-square statistic for testing hypotheses may also be a limitation. The 
Chi-square is based on the assumption that each observation is independent. Since each 
child was observed a number of times in this investigation, this statistic must be interpreted 
with caution. Only in instances when the Chi-square was especially high and when most 
criteria for using the Chi-square were met, could some degree of relationship be identified. 
Finally, as in other behavior setting research, the direct generalizability of this study is 
limited to the classrooms which have been the object of the investigation. Smith and 
Connolly (1980) have suggested that when patterns observed across entire samples are also 
evident in separate classrooms, there is stronger evidence that the observed behaviors may 
be generalizable to other similar situations (p. 31). In this study, generalizability increased 
when patterns were identified across three of the four, or across all four classrooms. 
As a descriptive study, this research endeavor attempts to examine relationships 
between the environments described and the behaviors observed there. The impact of the 
environment on literacy events has been measured using children's naturally occurring 
behaviors in these four classrooms. Data have been collected over a four-week period in an 
attempt to control for maturational factors. Since the study was conducted in the early 
spring of the kindergarten year, there may be differences in literacy events that would have 
been observed had data been collected in the fall or winter, before children had the benefit 
of becoming familiar with the environment, with their teachers, and with each other. 
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The Pilot Stn^y 
The researcher and a graduate assistant observed the behaviors of children in a single 
kindergarten classroom in a public school in a large city in Western Massachusetts in a 
predominantly white, middle class neighborhood. Since the kindergarten students were not 
bused in this city, the pilot kindergarten represented the neighborhood population and did 
not reflect the multicultural population represented in the major study. 
The class consisted of 15 kindergarten children who attended school during the 
morning session only. One child was absent on the day of the pilot study. The teacher had 
over 20 years of experience in teaching kindergarten. 
The areas of the classroom were defined by the classroom teacher and mapped. The 
following areas were described according to the guidelines drawn up in The Behavior 
Checklist: 00 Transition; 01 Open Activity; 02 Clean Up; 03 Dramatic Play; 04 Work 
Tables; 05 Blocks; 06 Book Area; 07 Art Easels; 08 Circle Time; 11 Science Table; 12 
Listening Center; 13 Computer; 14 Writing Center; 15 Music Area. During the course of 
the morning, children were observed in 00 Transition; 01 Open Activity; 02 Clean Up; 03 
Dramatic Play; 04 Work Tables; 05 Blocks; 06 Book Area; 08 Circle Time; 13 Computer; 
and 15 Music Area. 
The children were observed for five 30-second segments in a predetermined order 
over the course of one morning. Each investigator observed the same child and 
independently coded the child in the categories on the modified form of The Behavior 
Checklist of Child-Environment Interaction; Second Edition (Day et al., 1982). The 
taxonomy for literacy events was based on a review of the research, and five categories 
were selected: looking at a picture book; completing a worksheet; drawing and/or coloring; 
writing or pretending to write; and listening to a story. A sixth category Other was 
created to include uncoded events. In addition, fieldnotes were taken by each investigator 
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describing the literacy events in more detail. These observations were examined for 
inter-rater reliability, and a correlation of .882 was achieved. 
The researcher completed Die Survey of Displayed I .ih-rary Stjmvli alone in the pilot 
study kindergarten classroom. 
Fourteen children were observed in five consecutive 30-second segments, resulting in 
70 observations of behavior. Activity/Area, teacher's role, group size, and choice of 
activity as the teacher s or the child’s. Since the observations were conducted for a single 
day and with a small sample, the data collected during the pilot study were not extensive 
enough for testing the hypotheses. Some interesting findings were, however, obtained 
during the pilot study. Twenty-four out of seventy, or 34.3%, of the observations were 
coded as literacy events. See Table 3.5 for the results. 
The high incidence of literacy events categorized as "Other" demonstrated the need for 
a more specific taxonomy. In order to expand the categories, a survey of literacy events in 
a first grade classroom was conducted for a week. These data were combined with the 
"Other" literacy events compiled in the pilot study, and new categories were added for the 
major study. 
TABLE 3.5: Incidence of Literacy Events by Type in Pilot Kindergarten 
Behavior Frequency Percentage 
Looking at a Picture Book 1 4.2% 
Completes a Worksheet 0 0% 
Drawing and/or Coloring 0 0% 
Writing or Pretending to Write 0 0% 
Listening to a Story 5 20.8% 
Other 18 75% 
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Although the hypotheses could not be tested on the basis of only 70 data points, there 
was evidence of some relationship between literacy events and the design of physical 
space, the amount and presentation of materials, and the nature of the teacher-child 
interactions. When literacy events were examined by Activity/Area, the highest incidence 
of literacy events (45.8%)was found to occur during Circle Time (Area 08), followed by 
Books (20.8%) and Computer (20.8%). Literacy events were also observed in the Table 
Games Area (04) and the Music Area (15). 
The relationship between the amount and display of materials and literacy events was 
measured using The Survey of Displayed Literacy Stimuli. In the pilot study there was 
evidence of eight of the sixteen categories of displayed literacy stimuli in the classroom. 
Scores were also obtained for each area of the classroom. The highest number of 
categories of literacy stimuli (five) was evident in the Circle Time Area. The Table Games 
Area had four categories of displayed literacy stimuli; the Art Area and the Listening Center 
each had three. On the basis of this single day's observations, the highest incidence of 
both literacy events and displayed literacy stimuli was evident in the Circle Time Area. 
The relationship between the teacher-child interactions and literacy events was 
described to determine whether a systematic relationship existed between Literacy Events 
and the role of the teacher: whether she was Directing. Participating. Observing, or Absent. 
It was discovered that more literacy events occurred when the teacher was directing (13, or 
54.2%), than when she was absent (10 events, or 41.7%) or observing (1 event, 4.2%). 
In the pilot study there were no occasions in which literacy events were observed in which 
the teacher was participating. 
In summary, the pilot study revealed that the highest incidence of literacy events 
occurred in the Circle Time Area, where there was also the highest level of displayed 
literacy stimuli. The teacher was most often directing the children during literacy events; 
however, there was a relatively high incidence of literacy events when the teacher was 
absent from an area. The pilot study also revealed a need to generate new categories for 
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literacy events, since 75% of the literacy events had been coded "Other" when the 
categories were limited to looking at a picture book, completing a worksheet, drawing 
and/or coloring, writing or pretending to write, and listening to a story. 
Summary 
This study has been designed to describe literacy events by using a time-series 
approach to observe the behavior of children in four kindergarten classrooms over the 
entire program day and in all areas of the classroom. The emerging profile of the 
behaviors/activities, roles, and environmental factors was described and submitted to both 
descriptive and correlational analyses. The intention has been to describe "what goes on 
here" in order to find out whether kindergarten classrooms are providing children with 
opportunities to engage the environment for literacy events. This researcher has described 
the types of reading and writing activities observed in kindergarten classrooms, where they 
are observed, and under what conditions they occurred. Although the findings of this 
study are not directly generalizable to other classrooms since the results cannot be 
replicated, nor the settings controlled, a deeper, richer data base has been created upon 
which generalizations about similar microsystems may be based. Efforts have been made 
to select kindergartens in schools which serve the same inner-city neighborhood population 
in order to control for factors which may exist at the mesosystem level (Bronfenbrenner, 
1977). The children in the selected classrooms reflect the multicultural population of urban 
centers in the Northeastern United States. 
In addition, the amount of materials in these kindergarten classrooms has been 
measured, and the relationship between literacy stimuli and children’s reading and writing 
activity has been examined. Most important, the relationships between the children's 
reading and writing activities in these kindergarten classrooms and among aspects of the 
behavior setting have been described. 
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Notes for Chapter Thre.e. 
1. Sally Curtis, Professor of Early Childhood Education, Springfield Technical 
Community College, Springfield, Mass. 
2. The use of more than one group in examining the ecology of preschool behavior has 
been explained by Smith and Connolly: 
Running two independent groups was a deliberate choice, designed to 
avoid a mistake which has often been made in the past Much of the earlier 
studies on behavior in playgroups, or in interacting groups generally have 
examined one (italics theirs) group, and tested for significance of 
differences in behavior using children’s scores as units of statistical 
analysis.... Similarly, a few studies have examined effects of 
environmental variations on one group of preschool children, comparing 
children's scores in different environments. 
A ’significant’ difference is generally taken to imply a degree of 
confidence with which a similar result could be expected, with different 
children selected from the same subject population as the original sample. 
A statistical test on data from children in a single group will therefore 
overestimate the degree of confidence with which to extrapolate to other 
groups. The theoretically more correct procedure is to study a large number 
of groups, and to use group means instead of (or as well as) individual 
means for the purposes of statistical analysis (Smith and Connolly, 1980 
28-29). 
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CHAPTER IV 
RESULTS 
Introduction 
To determine how aspects of the behavior setting influence literacy events in 
kindergartens we identified three problems. The first problem is addressed in this chapter 
through descriptions of what types and how often literacy events were observed in and 
across the four kindergarten classrooms studied. The results of this inquiry revealed some 
similarities in patterns across some or all classrooms examined. On the basis of those 
results the second question is addressed in this chapter: What relationships, if any, exist 
among design of physical space, amount and presentation of materials, and teacher-child 
interactions and children s reading and writing activities in kindergartens? Four hypotheses 
are tested using the Chi-square statistic whenever possible, and descriptions of the data are 
given when the use of Chi-square would have been inappropriate. Relationships between 
aspects of the behavior setting and literacy events were described. The third question 
which guided the research relates to the interpretation of the results: Are kindergarten 
classrooms settings which support children's reading and writing activities by providing 
children with opportunities to become engaged in reading and writing activities through 
transactions with the environment? This question is addressed in Chapter Five. 
Focused observations of children's naturally occurring behavior in kindergarten 
behavior settings were collected by two independent observers over a four-week period in 
the spring of 1990. Data were collected using a modification of The Behavior Checklist of 
Child-Environment Interaction: Second Edition (Day et al., 1982), and inter-observer 
reliabilities of .981 and .971 were obtained during five days of simultaneous observations 
over the course of the study. The amount of materials in each classroom was assessed 
using The. Survey of Displayed Literacy Stimuli (Loughlin and Cole, 1986). The survey 
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was conducted by a single observer just before beginning the study, and again during the 
final week of the study. 
The validity of the study derives from Day's (1983) human ecological approach to early 
childhood education; the knowledge base contributed by ecological psychology to 
environment-behavior relationships in early childhood classrooms; and the knowledge base 
contributed by reading and writing research conducted in natural early childhood settings. 
Over the course of four weeks a total of 1,859 thirty-second observations were made in 
the four kindergarten classrooms. Observations were conducted using a time-sampling by 
child methodology. The children in four neighboring kindergarten classrooms comprised 
the sample population and were representative of a multicultural population characteristic 
of urban school systems in Western Massachusetts. Data were collected in each classroom 
for seven days over the course of the study. Usually each child was observed in five 
consecutive 30-second segments, at least once, on each day of the study. The observations 
were scheduled so as to observe behaviors over the entire program day and in all areas of 
the classrooms. For each 30-second observation, the following information was coded: 
five behaviors (task involvement, materials use, cooperation, verbal behavior, and literacy 
events), the activity/area, the group size, the teacher's role, and the choice of activity as 
child-choice or teacher-choice. The observation schedule was carefully constructed to 
ensure equal representation of each classroom, the program in each classroom, and the 
children in each classroom. Despite the careful planning to collect an equal number of 
observations in each classroom, unforeseen circumstances such as school pictures, fire 
drills, and assemblies, interfered with data collection. The actual frequency of observations 
in each classroom is described in Table 4.1. 
Of these observations 605, or 32.5%, were coded as literacy events, defined as 
"events in which the child interacts with objects as if he/she is reading or writing" or when 
the child is listening to a story (Anderson, Teale and Estrada, 1980, p. 176). This 
definition was chosen over other definitions reviewed in the literature because (1) it was 
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broad enough to include as much data as possible, (2) it described observable behaviors, 
and (3) it took into account child-text interactions. 
TABLE 4.1: Total Observations Per Classroom 
Frequency Percent 
Classroom A 535 28.83 
Classroom B 458 24.67 
Classroom C 408 21.98 
Classroom D 455 24.52 
Total 1856* 100.0 
♦Three of the 1,859 observations were miscoded. No classroom was identified. 
When the data were analyzed by classroom (see Table 4.2), it was found that the 
frequency of literacy events varied from classroom to classroom with more literacy events 
occurring in Classroom A (206 events), than in Classrooms B (118 events), C (136 events) 
or D (145 events). When these frequencies were adjusted to account for the number of 
literacy events relative to the total number of observations collected in each classroom, it 
was found that literacy events were most frequently observed in Classroom A (38.5%). 
Classrooms C and D were most similar in terms of the frequency of literacy events 
TABLE 4.2: Percentage of Literacy Events Per Classroom 
Literacy Total Number Observations 
Coded as 
Events of Observations Literacy Events 
Classroom A 206 535 38.5% 
Classroom B 118 458 25.8% 
Classroom C 136 408 33.3% 
Classroom D 145 455 31.9% 
Total 605 1856 
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observed with percentages of 33.3% and 31.9% respectively. Finally, literacy events were 
least frequently observed in Classroom B where only 25.8% of the observations were 
coded as literacy events. 
Since these percentages represent the frequency of literacy events as they are 
distributed throughout the entire program day, they can be described in terms of the amount 
of time spent in literacy activities. Overall, children spent an average of 50 minutes per day 
engaged in literacy events in the kindergartens. This finding was consistent with Putnam's 
(1982b) observation that literacy events occurred slightly more than one-third of total 
classroom time in two reading readiness kindergartens (p. 255-80). Differences among 
amount of time spent on literacy events in the four kindergartens ranged from a high of 
57.75 minutes per day (38.7% in Classroom A) to a low of 38.7 minutes per day (25.8% 
in Classroom B). Wilucki (1984) observed that children in a "whole language" 
kindergarten spent an average of 62.25 minutes per day in literacy events as compared to 
25.97 minutes per day in a "mechanics/skills" classroom. She attributed this difference to 
the teacher's theoretical orientation towards literacy. The results of the present study and 
the implications that have been drawn from the conclusions suggest that factors in the 
environment, rather than the teacher's beliefs about literacy, may better explain the variation 
among classrooms. 
Types of Literacy Events Observed 
Although the data reflect a range of emphasis on literacy events from classroom to 
classroom, there were similarities between classrooms in the relative frequencies of types 
of literacy events observed. The percentage of literacy events, by category, is described m 
Table 4.3. The types of literacy events that were observed most frequently were Listemng 
to a Story (33.2%), Emergent Reading of Books or Charts (18.7%) and literacy events 
coded "Other" (18.5%). Studying Books was observed 8.1% of the time, and Drawing 
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and Coloring was observed 11.1% of the time. The least frequently observed literacy 
events were Browsing (2%), Completing a Worksheet (4.3%), and Writing or Pretending 
to Write (6.1%). 
TABLE 4.3 : Frequency and Percentage for Types of Literacy Events Observed in 
Four Kindergarten Classrooms 
Literacy Events 
Frequency Percent 
Listening to a Story 201 33.2 
Emergent Reading of Books/Charts 113 18.7 
Other 112 18.5 
Drawing or Coloring 67 11.1 
Studying Books 49 8.1 
Writing or Pretending to Write 37 6.1 
Completing a Worksheet 26 4.3 
Browsing 12 2.0 
The patterns of the literacy events by classroom are described in Table 4.4. There 
were similarities across classrooms; however, there were differences as well. One 
difference was the relatively high frequency of Emergent Reading of Books or Charts in 
Classroom C [29.4% as compared with frequencies of 17% (A), 11.0% (B) and 12.4% 
(D)]. Another difference was the relatively high frequency of Writing or Pretending to 
Write in Classroom D [13.8% as compared with frequencies of 3.4% (A), 5.9% (B), and 
2.2% (C)] . The data in Table 4.4 have been rearranged according to rank. When types of 
literacy events in each classroom were organized by rank (see Table 4.4), Listening to a 
Story, Emergent Reading of Books/Charts, Other, and Drawing or Coloring were 
consistently four out of five of the most frequently observed types of literacy activties. 
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TABLE 4.4 : Percentage and Rank Order of Types of Literacy Events Observed in 
Each Classroom 
Literacy Events Classrooms 
Percentage (Frequency) 
Rank Order 
A B C D 
Listening to a Story 41 (85) 
1 
36 (42) 
1 
21 (28) 
2 
32 (46) 
1 
Emergent Reading of Books/Charts 17 (35) 
2 
11(13) 
3 
29 (40) 
1 
12(18) 
3 
Other 12 (24) 
4 
24 (28) 
2 
16 (22) 
3 
26 (38) 
2 
Drawing or Coloring 11 (22) 
5 
9(10) 
4 
13(18) 
4 
10(14) 
5 
Studying Books 13 (27) 
3 
5(6) 8(11) 3(5) 
Writing or Pretending to Write 3(7) 6(7) 2(3) 14 (20) 
4 
Completing a Worksheet •5(1) 9(10) 
5 
10(14) 
5 
0(0) 
Browsing 3(6) 2(2) 0(0) 3(4) 
Total (206) (118) (136) (145) 
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On the basis of these data, it was concluded that although the frequency of literacy 
events varied from classroom to classroom, the overall patterns of literacy events were 
similar enough from classroom to classroom to warrant closer investigation of the 
relationships between literacy events and aspects of the environment. The data were 
examined across the entire sample, and the Chi-square statistic was applied to determine 
independence between aspects of the behavior setting and the literacy events observed. 
When relationships were suggested on the basis of the Chi-square value obtained, the data 
were subjected to further scrutiny on a classroom by classroom basis. Generalizations can 
be made with more confidence when patterns are identified consistently across a variety of 
settings (Smith and Connolly, 1980). 
Relationships Among Aspects of the Behavior Setting and Literacy Events 
Hypothesis One 
The first hypothesis stated: There is no relationship between the design of physical 
space and children's reading and writing activities in kindergartens. The frequency of 
literacy events was compared to the frequencies of no evidence of literacy events across all 
activity/areas of the classrooms. The value of Chi-square obtained was 483.18, with 18 
degrees of freedom. The value of Chi-square required for significance at the .001 level is 
42.31. There are sufficient grounds for rejecting the hypothesis of independence between 
the occurrence of literacy events and the area of the classroom. The design Qf physical 
gpare seems to he related to the standing pattern of behavior descried &S the literacy even! 
in kindergarten hehavior settingsisee Table 4.5). 
The majority of literacy events (60.6%) occurred in the Circle Area (38.5%) and the 
Library /Books Area (22.1 %). Literacy events were also observed in the Small Group 
Language Area (11.7%), in the Art Area (7.8%), and in Classrooms A, C and D in the 
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TABLE 4.5 : Literacy Events by Area 
Areas 
Area 8 (Circle Time) 
Literacy Events 
Frequency % 
233 38.5 
No Evidence 
Frequency 
243 
Area 6 (Library/Books Area) 134 22.2 36 
Area 14 (Small Group Language) 71 11.7 85 
Area 7 (Art Area) 47 7.8 90 
Area 15 (Writing Center) (A, C and D) 40 6.6 22 
Area 13 (Small Group Math) 23 3.8 126 
Area 4 (Table Games Area) 21 3.5 118 
Area 18 (Listening Center) (C and D) 13 2.2 8 
Total in Other Areas (23) (3.8) 
Area 0 Transition 1 .17 71 
Area 1 Open Activity 5 .83 49 
Area 3 Housekeeping 3 .50 75 
Area 9 Snack (Classroom D) 3 .50 29 
Area 10 Music 4 .65 79 
Area 11 Science (Classrooms A and D) 0 0 27 
Area 12 Sand (Classrooms A, B,and C) 0 0 50 
Area 16 Clay (Classroom A) 0 0 12 
Area 17 Thematic Studies (Class. A) 3 .50 0 
Area 20 Special /Classroom D) 4 .65 L 
Total 605 100 
1242 
Chi-square= 483.1858,18 df, pc.OOOOO. Minimum Expected Frequency - 1.014 
Cells with Expected Frequency < 5 = 5 of 38 (13.2%) 
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Writing Center (6.6%). Literacy events were observed only occasionally in the Small 
Group Math Area (3.8%), in the Table Games Area (3.5%), and in the Listening Centers in 
Classrooms C and D (2.1%). Twenty-three, or 3.8%, of the remaining literacy events 
were distributed in different areas of the classroom. There were no literacy events observed 
in the Blocks, Sand or Science Areas. 
The frequency of observations in each area across the four classrooms is described in 
Table 4.6. When the frequency of literacy events was compared with total observations 
across the sample, it was found that children in the four kindergarten classrooms spent 
more time in the Circle Area than in any other behavior setting of the classroom. Using the 
time-sampling by child approach in order to provide adequate sampling of all learning areas 
during the four weeks of observation, we found that 476 or 25.77% of the total 
observations occurred in the Circle Area. In the overall sample the Library /Books Area was 
the next most used area, where 170 or 9.1% of the total observations occurred. The 
frequency of observations made in other areas was as follows: Area 14 (Small Group 
Language) with 8.5% , Area 13 (Small Group Math) with 8.1%, Area 4 (Table Games 
Area) with 7.5% , and Area 7 (Art Area) with 7.4%. Participation in any other particular 
activity or area accounted for less than 5% of the total number of observations. Combined 
time in transition, clean-up, and other activity/areas accounted for 27.7% of the total 
observations. 
The data collected during literacy events were subjected to closer scrutiny in an attempt 
to examine similarities and differences among classrooms which would further clarify the 
relationships between design of the physical space and literacy events observed. The results 
of this inquiry are described in Table 4.7. Similar patterns were observed in Classrooms A, 
B, and C. These similarities in three of the four classrooms examined increased the 
generalizability of the study. A description of these patterns follows. 
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TABLE 4.6 : Total Observations by Area 
Areas, Frequency Percent 
Area 8 (Circle Area) 476 25.7 
Area 6 (Library/Books Area) 170 9.2 
Ajrea 14 (Small Group Language) 156 8.5 
Area 13 (Small Group Math) 149 8.1 
Area 4 (Table Games Area) 139 7.5 
Area 7 (Art Area) 137 7.4 
Area 10 Music 83 4.5 
Area 3 Housekeeping 78 4.2 
Area 0 Transition 72 3.9 
Area 15 (Writing Center) 
(Classrooms A, C and D) 
62 3.6 
Area 1 Open Activity 54 2.9 
Area 12 Sand(Classrooms A, B,and C) 50 2.7 
Area 9 Snack (Classroom D) 32 2.1 
Area 11 Science (Classrooms A and D) 27 1.5 
Area 18 (Listening Center) 
(Classrooms C and D) 
21 1.1 
Area 16 Clay (Classroom A) 12 .7 
Area 20 Special (Classroom D) 5 .3 
Area 17 Thematic Studies 
(Classroom A throughout study and 
Classroom B during final week of study) 
3 
io/n* 
.2 
100 
*Of the 1859 observations 12 were not coded for area. 
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Classrooms A, B, and C had similar frequency patterns ranging from the highest 
incidence of literacy events in the Circle Area, followed by the Library, the Small Group 
Language Arts Area, to the Art Area. In Classrooms A, B, and C, the majority of literacy 
events were conducted in full class or small group, teacher-directed areas such as Circle 
Area or Small Group Language Arts. 
TABLE 4.7 : Percentage of Literacy Events by Area* in Each Classroom 
Areas 
A 
Classrooms 
B C D 
Area 8 (Circle Area) 47.6 43.2 41.2 19.3 
Area 6 (Library/Books Area) 21.8 14.4 22.1 29.2 
Area 14 (Small Group Language) 12.6 16.1 14.7 4.2 
Area 7 (Art Area) 2.4 10.2 11.0 10.4 
Area 15 (Writing Center) 
(Classrooms A, C and D) 
6.6 None 0 18.8 
Area 13 (Small Group Math) .5 11.9 5.9 0 
Area 4 (Table Games Area) 4.9 0 0 7.6 
Area 18 (Listening Center) 
(Classrooms C and D) 
None None 5.1 4.2 
♦Areas where literacy events were seldom observed were not included on this table 
These results indicate that three of the four classrooms in this study seem to be similar 
in terms of the relationship between design of physical space and the literacy events that 
occur there. Classroom D was characterized by a more evenly distributed pattern, with the 
highest incidence of literacy events occurring in the Library Area (29.2%), followed by the 
Circle Area (19.4%), and the Writing Area (18.8%). This difference may be attributed to 
differences in design of physical space. Classrooms A, B, and C were approximately the 
same size, had similar furnishings, and accommodated an average of 22 children and 2 
adults. In contrast, Classroom D's area was less dense. The room was slightly larger, the 
118 
aduitmthe classroom. This finding corresponds to findings from pmvious siudies of 
classroom dens.ty (reviewed in Phyfe-Perkins, 1980, which relate overcrowding to 
conformity behaviors. The spaciousness of Classroom D may have made it possible for 
children to engage in a wider variety of behaviors and in a wider variety of literacy events 
than in the other more crowded classrooms. 
Another explanation for the pattern of literacy events in Classroom D is the amount of 
time in the program day allocated for child-choice of activity. Since children spent less tune 
in full-class activities (e.g. in the Circle Area) or in small group activities (e.g.in Small 
Group Language Am and Small Group Math), they had more time to choose from a variety 
of centers. This finding was supported when the four classrooms were compared on the 
basis of choice of activity. The results are described in Table 4.8. 
TABLE 4.8: Teacher- or Child- 
-Choice of Activity by Classroom 
1 eacher-Choice 
Percent 
Child-Choice 
Percent 
Classroom A 63.0 37.0 
Classroom B 74.2 25.8 
Classroom C 74.6 25.4 
Classroom D 61.7 38.3 
Across Classrooms 68.0 32.0 
Although scheduling for Free Play time in Classrooms A and D was longer than in the 
other classrooms, the combined effects of providing time for children to choose activities 
and the amount of space available for children to play may have had the most impact in 
Classroom D when both factors were considered. 
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The design of physical space alone (i.e., the activity/areas in the classroom or whether 
a classroom is crowded or spacious), provides one possible explanation for the differences 
in literacy events among classrooms. Other factors also account for the differences in 
classrooms; for example, time for child-choice of activities, presentation of materials, 
teacher-child interactions and the interrelationships among these factors. In the discussion 
which follows, Classroom D stood out as unique when each of the first three hypotheses 
was tested. Although each factor is described separately in the testing of the first three 
hypotheses, the interactions of these variables are carefully treated in the discussion of the 
results for Hypothesis Four. 
Hypothesis Two 
The second hypothesis is: there is no relationship between the amount and presentation 
of materials and children's reading and writing activities in kindergartens. In order to 
examine this hypothesis, data were collected using two instruments. 
First, the amount of materials was measured using The Survey for Displayed Literacy 
Stimuli (Loughlin and Cole, 1986). Results of the survey for each classroom, measured on 
two occasions, are found in Appendix D. 
The amount of Displayed Literacy Stimuli was highest in Classroom A where 13 of the 
16 categories of stimuli were represented. Many areas of the classroom contained sign-on 
charts or sheets; print or writing segments related to nearby materials, objects, or pictures; 
books with cover or page displayed; and clearly legible displayed handwritten or machine 
segments. The incidence of literacy events was also highest in Classroom A where 206 out 
of 535 observations (38.5%) were coded as literacy events. 
The amount of displayed literacy stimuli was lowest in Classroom B where only 7 of 
the 16 categories of stimuli were represented. Literacy stimuli were primarily displayed in 
the Library Area, where only three categories were represented. The incidence of literacy 
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events was also lowest in Classroom B where only 118 out of 458 observations (25.8%) 
were coded as literacy events. The most marked conhas. between the profiles was obtained 
in Classrooms A and B (as depicted in Figures 4.1 and 4.2 on page 122). 
The profiles from the survey for Classrooms C and D reflect less marked differences. 
Although there were more categories represented in Classroom C (11.5) than in Classroom 
D (8.5), the incidence of literacy events in these two classrooms was almost equal (33.3% 
and 31.9%, respectively). A print-filled versus a print-deficient environment may be more 
or less predictive of literacy events; however, when classrooms are compared, the amount 
of materials alone does not appear to be a reliable indicator of literacy events. This finding 
contradicts Kritchevsky and Prescott’s (1977) suggestion that potential for activity in a 
classroom can be determined by counting the materials in the classroom. On the basis of 
these findings, the amount of materials alone is not sufficient for predicting behaviors in 
kindergartens. 
Next, the presentation of materials was measured on The Behavior Checklist of 
Child-Environment Interaction: Second Edition Pay et al., 1982). Materials use was 
designated when the child, the teacher or another child was using materials and/or 
equipment. It was hypothesized that there was no relationship between the presentation of 
materials and children's reading and writing activities in kindergartens. The frequency of 
literacy events was compared to the frequencies of no evidence of literacy events across all 
types of materials presentation. The value of Chi-square obtained was 641.95, with 5 
degrees of freedom (p<.0000). The value of Chi-square required for significance at the 
.001 level is 20.52. There are sufficient grounds for rejecting the hypothesis of 
independence between the occurrence of literacy events and presentation of materials. 
The presentation of materials seems to be related to the standing pattern of behavior 
described as the literacy event in kindergarten behavior settings. The results, described in 
Table 4.9, show that the majority of literacy events (52.6%) were characterized by the 
teacher's or another child's use of materials. Children were handling materials themselves 
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Figure 4.2: Amount of Displayed Literacy Stimuli by_Area 
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(either single use materials 30.4%, or multi-use materials, 10.1%) in 40.5% of the literacy 
events observed. Seldom were children combining materials (1.8%), off-task and 
manipulating materials (2.8%), or not using materials (2.2%) during literacy events. 
TABLE 4.9a : Frequency and Percentage of Literacy Events by Materials Use * 
IVUUSMdKt UhC Literacy Events 
Frequency 
(Percentage) 
No Evidence Total/% 
Teacher/Other Child 316 155 471 
(25.5) Uses Materials (52.6) (12.5) 
Single Use Materials 183 319 502 (30.4) (25.6) • (27.2) 
Multi-Use Materials 61 182 243 (10.1) (14.6) (13.2) 
No Materials 13 426 
.439 (2.2) (34.2) (23.8) 
Off Task Manipulation 17 83 100 
of Materials (2.8)' (6.7) (5.4) 
Combines Materials 11 79 90 
. (1-8) (6.4) (4.9) 
Chi-square= 468.4079, with 5 df, pc.0000. 
Minimum expected frequency per cell= 29.317 Cells with expected frequency<5 =None 
* There were 14 observations which were not coded for Materials Use. 
Continued next page. 
The results consistently indicate that during literacy events children are (1) usually 
observing a teacher or other child handle materials, or (2) handling materials themselves. 
The finding that materials usage is characteristic of literacy events was not surprising. 
Bloome (1984) pointed out that "In order to read or write, a student needs resources. At 
the very least a student needs a book or some other text for reading, something to write 
with and something to write on (e.g., pencil and paper)" (p. 62). Within the framework of 
a larger study he reported findings on the locus and control of reading and writing 
resources in grades K-12. Bloome’s contention that reading and writing resources in 
classrooms should be examined in terms of location as well as control was achieved by 
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using the Behavior Checklist and placing the infrequently observed behavior -Abuses 
Materials" with "Teacher/Other Child Use" of materials. 
The use of materials was found to be related to the occurrence of literacy events across 
the entire sample. When these same data were analyzed by classroom, two distinct patterns 
emerged. These differences in presentation of materials among classrooms are described in 
Table 4.9b. 
TABLE 4.9b : Percentage of Literacy Events by Materials Use in Each Classroom 
Materials Use 
(Frequency) A 
Teacher/Other Child 
Uses Materials 
70.9 
(146) 
Single Use Materials 18.9 
(39) 
Multi-Use Materials 5.8 
(12) 
No Materials 2.4 
( 5) 
Off-Task Manipulation 
of Materials 
1.5 
( 3) 
Combines Materials .5 
( 1) 
Classrooms 
B C D Total 
59.3 38.2 33.8 52.4 
(70) (52) (49) (317) 
17.8 44.1 44.1 30.4 
(21) (60) (64) (184) 
11.9 11.8 13.1 10.1 
(14) (16) (19) (61) 
2.5 2.2 3.4 2.6 
( 3) ( 3) ( 5) (16) 
5.9 3.7 1.4 2.8 
( 7) ( 5) ( 2) (17) 
2.5 0 4.1 1.7 
( 3) ( 0) ( 6) (10) 
In classrooms A and B, teachers or other children were more frequently observed 
handling the materials while the child looked on (70.9% of the literacy events in Classroom 
A and 59.3% of the literacy events in Classroom B). When children's handling of 
materials during literacy events was combined to include Single-Use Materials, Multi-Use 
Materials and Combines Materials, the children were handling materials 25.2% of the time 
in Classroom A and 32.2% of the time in Classroom B. 
In Classrooms A and B children watched, rather than handled, materials. In those 
instances, the teacher was in control of the materials. The finding is not surprising based 
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on the amount of time childten in Classrooms A and B spent in iarge (e.g., Orcle Area, 
and small group (e.g., Small Group Language Arts and SmaU Group Math) activities. 
In contrast, children were usually handling materials themselves during literacy events 
in Classrooms C and D. When children's handling of materials during literacy events was 
combined to include Single-Use Materials, Multi-Use Materials and Combines Materials, 
the children were handling materials 55.9% of the time in Classroom C and 61.3% of the 
ante in Classroom D. Both Classrooms C and D included fifteen to thirty-minute periods 
during which children were expected to select books from the classroom library and look at 
them. This difference in scheduling is very likely to account for the some of the increased 
use of materials by children during literacy events in these classrooms (see Appendix G). 
In addition, Classrooms C and D both had Listening Centers where children often handled 
materials themselves during literacy events. The relatively high percentage of literacy 
events in the Writing Center in Classroom D (18.8% as compared with 6.3% in Classroom 
A and none in Classroom C), and the relatively high percentage of Completing a Worksheet 
in Classroom C (10.3% as compared with 8.5% in Classroom B, .5% in Classroom A, 
and none in Classroom D) may also have been related to the increased opportunities to 
handle materials during literacy events in Classrooms C and D. 
In summary, there is some evidence for rejecting the null hypothesis that there is no 
relationship between the amount of materials and children's reading and writing activities 
in kindergartens. In extreme cases where the environment is rich in print (Classroom A), 
or low in print (Classroom B), there seems to be a higher or lower incidence of literacy 
events as defined in this study. 
On the other hand, it appears that the presentation of materials bv a teacher or bv 
another child more likely characterizes the behavior setting and relates to the incidence of 
literacy events in kindergarten classrooms. The presentation of materials (that is, the 
opportunity to handle books, papers, and pencils, or to observe another child or adult 
handle materials) is an aspect of the behavior setting which is related to the occurrence of 
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literacy events. However, contrasts have been made between (1) classrooms in which 
children are usually observing a teacher or other child handle materials (Classtooms A and 
B), and (2) those in which children are usually handling materials themselves during 
literacy events (Classrooms C and D). ChUdren in Classroom D were leas, likely to be 
watching others handle materials (33.8% of the time) and most likely to be handling 
materials themselves (61.3% of the time) during literacy events than were the children in 
any other classroom. This finding, although important, must be considered in relation to 
other factors in the environment which made Classroom D stand out in this study. The 
interaction of variables, rather than any one factor in the environment, must be accounted 
for. 
Hypothesis Three 
The third hypothesis states: There is no relationship between the types of teacher-child 
interactions and children's reading and writing activities in kindergartens. It was 
hypothesized that teacher-child interaction may not be related to children's reading and 
writing activities. Teacher-child interactions were measured in terms of the role the teacher 
assumed with respect to the child being observed. Children may not be observed in more 
literacy events in kindergarten classrooms where teachers facilitate, rather than direct 
children's reading and writing activities. The frequency of literacy events was compared to 
the frequencies of no evidence of literacy events by teachers' roles. The value of 
Chi-square obtained was 44.45, with 3 degrees of freedom. The value of Chi-square 
required for significance at the .001 level is 16.27. There are sufficient grounds for 
rejecting the hypothesis of independence between the occurrence of literacy events and the 
teacher's role. Teacher-child interaction, that is the teacher's role, seems to be related to 
children's reading and writing activities in kindergarten classrooms (see Table 4.10). 
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TABLE 4.10 
: Calculation of Chi-square for Literacy Events by Teacher's Role 
Teacher's Role Literacy Events 
Frequency 
No Evidence. Total/% 
(Percentage) 
Directing 367 585 952 (61.1) (47.0) (51.5) 
Absent 109 400 509 (8.1) (32.1) (27.6) 
Participating 70 142 212 
(11.6) (11.4) (11.5) 
Observing 55 119 174 (9.21 im (9.41 
Total 601* 1246 
32.5% 67.5% 
Chi-square= 44.4587, with 3 df, p<.0000. Minimum Expected Frequency=56.618 
Cells with expected frequencies <5 = None 
♦Four Literacy Events were miscoded in this analysis. 
In 61.1% (367) of the literacy events observed across the four classrooms, the teacher 
was directing the children's behavior when literacy events were observed. Directing has 
been defined as the teacher being in charge of the activity of the child or a group of 
children. The predicted outcome, that children would not be observed in more literacy 
events in classrooms where teachers facilitate, rather than direct children's reading and 
writing activities, was upheld by the data collected in three of the four classrooms. 
Teachers less frequently assumed a "facilitating" role (defined as engaged in an activity but 
not leading it; or being present, thus available, during an activity ), either as a participant 
(11.6%) or as an observer (9.2%) when children were engaged in literacy events. The 
results of the investigation held up in three of the four classrooms studied. Only in 
Classroom D was the teacher more likely to be facilitating or absent during literacy events 
than to be directing them. 
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When Ihc Behavior OrHm data were examined by classroom (see TaWe 4 
teacher-child interaction in Classroom D 
11), the 
was unique. Similar patterns were observed in 
Classrooms A, B. and C. In three of the four classrooms, the majority of literacy events 
were teacher-directed ranging from 79.7% in Classroom B. to 69.4% in Classroom A. and 
56.6% in Classroom C. Only in Classroom D was the teacher's role more evenly 
distributed across types of teacher-child interaction, where only 39.3% of the Literacy 
Events were directed by the teacher and 60.3% of the Literacy Events were characterized by 
teacher absence (31%), participation (19.3%), or observation (10.3%). 
TABLE 4.11 : Percentage of Literacy Events by Teacher’s Role in Each Classroom 
Teacher's Role 
(Frequency) A 
Directing 69.4 
(143) 
Absent 8.3 
(17) 
Participating 11.7 
(24) 
Observing 10.7 
(22) 
Classrooms 
B C D Total 
79.7 56.6 39.33 61.3 
(94) (77) (57) (371) 
14.4 22.1 31.0 18.0 
(17) (30) (45) (109) 
1.7 11.8 19.33 11.6 
( 2) (16) (28) (70) 
4.2 9.6 10.33 9.1 
( 5) (13) (15) (55) 
The predicted outcome, that children would not be involved in more literacy events in 
classrooms where teachers facilitated, rather than directed, literacy events was upheld in 
Classroom B where the teacher-child interactions during Literacy Events were seldom 
characterized as either participating ( 1.7%) or observing (4.2%). However, in three of the 
four classrooms teachers were found to be "facilitating" literacy events, either as 
participants or through their availability as follows: 29.6% of the time in Classroom D, 
22.4% of the time in Classroom A, and 21.4% of the time in Classroom C. 
The teacher-directed literacy events in all four classrooms were described on Ihfi 
Fieldnotes for Literacy Events forms. The materials used during teacher-directed literacy 
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events varied among classrooms. Big Books were common in Classrooms A, C and D 
which increased the likelihood that children could see the print and the pictures. The 
teachers in Classrooms A, C, and D always pointed to the print as they read from the Big 
Books. Children often joined in during the reading of these predictable stories. In contrast, 
in Classroom B the books were all regular-sized. The print was inaccessible to most of the 
children since it was too small to be seen. The teacher never pointed to the print as she 
read. In many observations the stories were presented on tapes which did not allow 
children the opportunity to ask questions. Although materials were presented and handled 
by the teacher, the print and pictures were not accessible to all the children. 
During teacher-directed literacy events in Classrooms A, B, and C the teachers read 
stories to the children, engaged in daily calendar rituals, used teacher-made charts with 
familiar songs and poems printed clearly, and the children participated by answering 
questions when asked, by reading in chorus, and occasionally (in Classrooms A and C) by 
reading from charts and pointing to the words. In Classroom D the teacher-directed literacy 
events were more often full class activities during which children read their own 
child-authored books, read familiar Big Books to their classmates, wrote a class book for 
the gym teacher who was leaving the school, shared their pictures and print in front of the 
class, looked for words on a chart, played Alphabet Bingo, and participated in 
"Show-and-Tell" rituals which often included newspaper clippings that the children had 
brought in from home. Stories were read aloud to the children from both Big Books and 
regular-sized books. The teacher read some of the stories; however, it was just as 
common to have a "guest reader" from one of the fifth or sixth grade classes. 
Despite the fact that these activities were all teacher-directed, the types of literacy events 
directed by the teacher in Classroom D were quite different from the types observed in 
Classrooms A, B, and C. An interesting example of the contrasting profile of literacy 
events in Classroom D was observed during the calendar routine, which was a daily ntual 
in Classrooms A, B, and C. In Classroom D the calendar was used only on one day. When 
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children were asked about the days of the week, the teacher pointed out that it would be 
helpful if everyone eould be quiet. One child intenupted the teacher to ask what letters 
made the sound at the beginning of "quiet." Rather than answering the child’s question, 
the teacher put the calendar down, leaned forward, and responded, "That's a very good 
question. What do you think?" A lively discussion ensued. On the basis of the data 
recorded on IhgJFieldnotCS for Literacy F,vents it is evident that one "teacher-directed" 
literacy event is not always as "teacher-directed" as another. 
Although the majority of literacy events in three of the classrooms were 
teacher-directed, some literacy events (18%) were observed when the teacher was absent, 
or not physically present in the area. In Classroom A, the classroom where literacy events 
were most frequently observed, only 8.3% of the literacy events were observed when the 
teacher was absent. The highest incidence of teacher-absent literacy events was observed in 
Classroom D, where 31% of the literacy events occurred when the teacher was not 
physically present. The high incidence of teacher-absent literacy events in Classroom D 
may be explained in part by classroom density factors (discussed in Hypothesis One above) 
which made it possible for children to spread out into more areas of the classroom. The 
presence of one adult in Classroom D, rather than two adults in the other classrooms, may 
also provide an explanation. Another explanation may be the scheduling of activities in 
Classroom D which provided for more flexibility and child-choice of activity. Although 
teacher-child interactions are related to the incidence of literacy events, "what goes on" 
during literacy events in kindergartens seems to be related to more than just the role of the 
teacher. 
Based on the analysis described above, there is a relationship between the tVPe£-Qf 
teacher-child interactions and types of reading and writing activities in kindergartens. 
Teachers were found to be directing the majority of literacy events in three of the four 
classrooms. The literacy events observed in those classrooms were usually attended by the 
full class or by groups larger than five. Children were usually watching the teacher handle 
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materials. The predicted outcome was that children would not be observed in more literacy 
events in kindergarten classrooms where teachers facilitated, rather than directed children's 
reading and writing activities. This finding was confirmed in three of the four classmoms 
in this study. 
Hypothesis Four 
The fourth hypothesis dealt with the interactions among design of physical space, 
amount and presentation of materials, and teacher-child interactions on children's reading 
and writing activities in kindergartens. It was hypothesized that the interaction of these 
factors might not be related to children's reading and writing activities 
As described in Chapter Three, the Chi-square statistic was selected for analyzing the 
relationships between variables. The Chi-square was considered an appropriate statistic 
since the time-sampling by child procedure for The Behavior Checklist of 
Child-Environment Interaction; Second Edition (Day et al., 1982) used clear, operational 
definitions of what was measured. In addition, the unit of analysis was the amount of 
behavior in different kindergarten settings, rather than the amount of behavior per child. 
Each child was observed approximately twenty-five times during the study (see Appendix 
F for frequency of observations by child); and each portion of the program day in each 
kindergarten classroom was observed five times for seven days over a four-week period. 
The data were collected in five 30-second observation intervals on the children's naturally 
occurring behavior in all areas of the classrooms. The data base consists of 1,859 data 
points describing the area, the presentation of materials, and the teacher's role for each data 
point This rich, deep data base has already been used in the first three hypotheses to 
describe relationships between literacy events and aspects of the environment. 
In testing the fourth hypothesis, the Chi-square results must be interpreted cautiously, 
however, due to the lack of independence of the observations (more than one observation 
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on each child), the proximity of some observations (data were collected in five 30-second 
segments), and those instances in which the expected frequency per cell was less than 5. 
(Since there were no instances in which the expected frequencies in each cell were less than 
5 when testing the first dime hypotheses, die dependence of facto* could be concluded 
with a certain degree of confidence). 
Crosstabulations were computed examining the interaction in literacy events of (1) area 
and teacher’s role; (2) area and presentation of materials; and (3) presentation of materials 
and teacher’s role as measured on The Behavior Checklist of Child-Environment 
Interaction; Second Edition (Day et al., 1982). 
Relationships between the Interaction of Area and Teacher's Role and Literary Events 
The influence of the interaction of area and teacher's role on literacy events was first 
analyzed using Crosstabs with all areas and all teacher's roles when literacy events were 
observed. This analysis proved to be an inappropriate application of the Chi-square statistic 
since one-third of the cells lacked data (i.e., 23 of the 60). Fourteen other cells had 
frequencies lower than five. The Chi-square statistic could not be used to analyze the 
sample with all areas and teacher's roles accounted for. 
In order to handle the absence or low frequencies of data in the sample population, the 
investigator eliminated from the analysis areas seldom used. Those areas which had very 
low frequencies of literacy events (less than 1%) were eliminated from the analysis in order 
to examine the influence of those areas of the classroom where 96.2% of the literacy events 
occurred. (The lack of literacy events in some of these areas may have been related to the 
absence of literacy stimuli [e.g. Blocks and Sand Areas of each classroom, see Appendix 
D] or to the low attraction or holding power [Rosenthal, 1973, in Gump, 1975, p. 103] of 
some areas. Only 27 of the 943 observations conducted in Classrooms A and C occurred in 
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the Science Am, Although the Science Areas in both classrooms had books accessible to 
children, not once did children look at a book or engage in any other literacy even,.) 
In addition to eliminating areas seldom used from tire analysis, the categories •'Teacher 
Observes" and "Teacher Participates" were combined to form a new category designated as 
"Teacher Facilitates." Since the teacher was present with the child but was not directing 
the child's activity when observed, the combination of these two categories into one made i, 
possible to examine teacher-child interactions which may have facilitated the occurrence of 
literacy events (either by engagement in the activity or by being present, thus available, 
during the activity). Since the majority of literacy events occurred when the teacher 
directed them (61.3%) or was absent (18%), the combination of the categories "Teacher 
Participates" (11.9%) and "Teacher Observes" (9.1%) was acceptable. 
After making these adjustments to the arrangement of the data, the researcher was able 
to carry out the Chi-square test with a greater degree of confidence about sufficient cell 
sizes. The minimum expected frequency per cell was only 2.3. A Chi Square of 272.93 
was obtained with 14 degrees of freedom, p <.000. However, the high level of 
significance must be interpreted conservatively since the data were rearranged to meet the 
test requirements, the expected frequency per cell was less than 5, and even after categories 
were combined, 25% of the cells failed to meet the minimum standards for the Chi-square 
test. 
Of more use to this descriptive study is a closer examination of the relationships that 
this test revealed between the areas and the teacher's role (see Table 4.12). If literacy events 
were not related to the interaction of the area and the teacher’s role, then the expected 
percentage of literacy events in each cell row would have matched the expected percentage 
for the sample. The anticipated outcomes were distributions of literacy events that were 
Teacher Directed 61.3% of the time, Teacher Facilitated 21.0% of the time, and Teacher 
Absent 17.7% of the time. 
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Count 
Row Percent 
Column Percent 
Total Percent 
Area 
Table Games 
Absent 
12 
57.1 
11.7 
2.1 
Facilitating 
4 
19.0 
3.3 
.7 
Directing Row/Total 
5 21 
23.8 3.6 
1.4 
.9 
Library/Books Area 
Art Area 
Circle Time 
Small Group/Lang. 
Small Group/Math 
Writing Center 
Listening Center 
Column 
Total 
38 
28.4 
36.9 
6.5 
26 
19.4 
21.3 
4.5 
70 
52.2 
19.6 
12.0 
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23.0 
23 23 1 47 48.9 48.9 2.1 8 1 
22.3 18.9 
.3 
4.0 4.0 
.2 
25 206 233 
10.7 89.3 40.0 
20.5 58.3 
4.3 35.7 
2 3 18 23 
8.7 13.0 78.3 4.0 
1.9 2.5 5.0 
.3 .5 3.1 
2 28 41 71 
2.8 39.4 57.7 12.2 
1.9 23.0 11.5 
.3 4.8 7.0 
14 12 14 40 
35.0 30.0 35.0 6.9 
13.6 9.8 3.9 
2.4 2.1 2.4 
12 1 13 
92.3 7.7 2.2 
11.7 .8 
2.1 .2 
103 122 357 582 
17.7 21.0 61.3 100.0 
Chi-square= 272.93760, with 14 degrees of freedom and/? <.000000. Minimum Expected 
Frequency per cell = 2.3. Cells with Expected Frequencies<5= 6 out of 24 (25%) 
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Literacy events in three of the four kindergartens wete usuaiiy teacher directed and 
occurred in either the Circ.e Area (35.7%) or the Library/Books Area (,2%). Therefore 
almost half (47.7%) of all literacy events occurred when the teacher was in charge of the 
events and in either of these two areas. This finding was not surprising based on the high 
incidence of events coded Listening to a Story (33.2%) and on the fact that across all 
observations (i.e., both literacy events and no evidence of literacy events), the participation 
m these areas accounted for 34.8% of the data points (participation in Circle Time 
accounted for 25.77% of the 1,859 observations and in the Libraiy/Books Area 9.1% [see 
Table 4.6]). With the exception of listening to another child reading a story or listening to 
a story on headphones in the Listening Center, children were most likely to be listening to a 
story read aloud by the teacher in the Circle Area or Library/Books Areas. 
Although the majority of literacy events in the Library/Books area were teacher-directed 
(52.2%), the teacher was almost as likely (47.8%) to be absent (28.4% ) or facilitating 
(19.4% ) literacy events in that area. As was mentioned above, the schedules in 
Classrooms C and D provided a daily 15- to 30-minute period when children were expected 
to look at books on their own. This scheduling factor may account for some of the literacy 
events that occurred in the Library/Books area without a teacher directly involved in 
structuring the activity that went on there. In addition, children were free to select the 
Library/Books Area during Free Choice activities. If attendance in an area can be used to 
determine the popularity of the area as prior studies have indicated (e.g. Rosenthal, 1973; 
Shure, 1963; Day et al., 1982; Smith and Connolly, 1980; Harris, 1986; Rowe, 1986; 
Morrow and Weinstein, 1986; and Roskos, 1988) the Library/Books Area was popular 
since it was used 9.1% of the time over the course of the study. 
The areas where teachers were less likely to be directing literacy events included the Art 
and the Table Games Areas. Only in the Table Games Area were more literacy events 
observed when the teacher was absent (57.1%) than when the teacher was facilitating 
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(19%) or directing (23.8%) activities. The teacher was just as likely to be absent (48.9%) 
as facilitating (48.9%) literacy events which occurred in the Art Area. One possible 
explanation for these relationships is given in the next section which examines the 
interrelationship between materials use and areas for literacy events. 
Relationships between Area and Presentation Of Materials and T .iterarv Fv^ 
The influence of the interaction of area and presentation of materials on literacy events 
was examined by applying the Chi-square test to each type of Materials Use across the 
areas of the classrooms. In these tests, as above, seldom used areas (less than 1% of the 
sample) were eliminated from the data. The appropriateness for applying the Chi Square 
test was increased by eliminating the 23 (3.8%) literacy events that occurred in other areas 
of the classroom. 
Since the majority of literacy events were observed when the teacher or another child 
was using materials (54.2%) while the observed child looked on, the Chi-square test was 
used to assess the relationship between the area of the classroom and Teacher/Other Child 
Materials Use. The results described in Table 4.13 indicate that there is reason to reject the 
hypothesis that there is no relationship between the interaction of teacher/other child use of 
materials and area on the occurrence of literacy events in these kindergarten classrooms. A 
Chi Square value of 260.61 (df, 7) is significant (p <.0000). The Chi-square test was 
appropriate since the minimum expected frequency per cell was more than 5. 
Next, the Chi-square test was used to assess the relationship between the area of the 
classroom and Single Use Materials, defined as the child using a material in a prescribed 
manner for which the outcome is predetermined. These materials include worksheets, 
books, alphabet puzzles, and matching games. Children were handling single use materials 
31.7% of the time when literacy events were observed. The results (Chi-square= 165.66 
[df,7],p <.00 ) are described in Table 4.14. These results indicate that there is reason to 
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TABLE 4.13: Crosstabulation of Area by Teacher/Other Child Materials Use for Literacy 
Events 1 
By Percent 
Area Teacher/ 
Other Child 
Use 
Not Used 
by Teacher 
or Other Child 
Row 
Total 
Table Games 0 3.6 3.6 
Library/Books Area 14.3 8.8 23.0 
Art Area 0 8.1 8.1 
Circle Time 34.5 5.5 40.0 
Small Group/Lang. 0 4.0 4.0 
Small Group/Math 4.8 7.7 12.2 
Writing Center 
.7 6.2 6.9 
Listening Center 0 2.2 2.2 
Total 54.3 45.7 100 
Chi Square— 260.618 (df,7), p <.0000 Minimum Expected Frequency=5.942 
Cells with Expected Frequency < 5 = 5 (31.25%) 
Next, the Chi-square test was used to assess the relationship between the area of the 
classroom and Single Use Materials, defined as the child using a material in a prescribed 
manner for which the outcome is predetermined. These materials include worksheets, 
books, alphabet puzzles, and matching games. Children were handling single use materials 
reject the hypothesis that there is no relationship between the interaction of single use 
materials by child and area on the occurrence of literacy events in these kindergarten 
classrooms. 
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TABLE 4.14: Crosstabulation of Area by Single Use Materials for Literacy Events 
■ 7, nr^n n 
Area 
Single 
Use 
Not 
Single 
Use 
Row 
Total 
Table Games 2.7 
.9 3.6 
Library /Books Area 8.6 14.4 23.0 
Art Area 1.5 6.5 8.1 
Circle Time 3.3 36.8 40.0 
Small Group/Lang. 3.4 
.5 4.0 
Small Group/Math 6.0 6.2 12.2 
Writing Center 4.3 2.6 6.9 
Listening Center 2.1 
.2 2.2 
Total 32.0 68.0 100 
Chi Square= 165.6618 (df,7), p <.0000 Minimum Expected Frequency=4.155 
Cells with Expected Frequency <5 1 of 16 (6.3%) 
A third analysis of the data was used to test the influence of the interaction of multi-use 
materials and area on literacy events. Examples of multi-use materials include pencils, 
crayons or paints, and blank sheets of paper. Since children were handling materials which 
required exploratory, constructive behavior in which the outcome of the activity is not 
inherent in the materials for only 10.6% (64 out of 605) of the literacy events, the results 
(see Table 4.15) must be interpreted very cautiously. In addition, the use of Chi Square is 
questionable, since the minimum expected frequency was only 1.430, and 25% of the cells 
did not meet the requirements for using Chi-square. The Chi-square of 297.04 (df,7), 
p <.0000 cannot be used to reject the hypothesis that there is no relationship between the 
interaction of multi-use materials by child and area on the occurrence of literacy events in 
these kindergarten classrooms. 
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TABLE 4.15 : Crosstabulation of Area by Multi-Use Materials for Literacy Events 
"Materials Use" 
Area 
Multi- 
Use 
Not 
Multi- 
Use 
Row 
Total 
Table Games Area 
.3 3.3 3.6 
Library /Books Area 0 23.0 23.0 
Art Area 6.5 1.5 8.1 
Circle Time 0 40.0 40.0 
Small Group/Lang. 
.7 3.3 4.0 
Small Group/Math 1.4 10.8 12.2 
Writing Center 2.1 4.8 6.9 
Listening Center 0 2.2 2.2 
Total 11.0 89.0 100 
Chi Square= 297.049 (df,7), p <.0000 Minimum Expected Frequency=1.430 
Cells with Expected Frequency < 5 4 of 16 (25.0%) 
Since children were seldom were combining materials (1.7%), engaged in off-task 
manipulating materials (2%), or not using materials (2%) during literacy events, the 
relationships between these uses of materials and area on literacy events were not analyzed. 
After the influence of the interaction of area and presentation of materials on literacy 
events was examined by applying the Chi-square test to these three predominant types of 
Materials Use across the areas of the classrooms, a summary table (Table 4.16) was created 
to provide a description of the data. Due to the descriptive nature of this study, it was 
decided that a summary table would be of use in further interpreting the data. In the 
summary table, as in the analyses described above, the areas in which literacy events were 
seldom observed (less than 3.8% of the sample) were eliminated from the data. 
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TABLE 4.16 : Summary Table of Area by Material Use for Literacy Events 
Count 
Material Ike 
Row Percent 
Column Percent 
Total Percent 
Area Teacher/Other Single Use Multi-Use Row 
Use Materials Materials Total 
Table Games 0 16 2 18 
88.9 11.1 3.2 
8.6 3.1 
2.7 0.3 
Library/Books Area 83 50 0 133 
62.4 37.6 23.5 
26.3 26.9 
14.3 8.6 
Art Area 0 9 38 47 
19.1 80.9 8.3 
4.8 59.4 
1.5 6.5 
Circle Time 201 19 0 220 
91.4 8.6 38.9 
63.6 10.2 
34.5 3.3 
Small Group/Lang. 0 20 4 24 
83.3 16.7 4.2 
10.8 6.3 
3.4 .7 
Small Group/Math 28 35 8 71 
39.4 49.3 11.3 12.5 
8.9 18.8 12.5 
4.8 6.0 1.4 
Writing Center 4 25 12 41 
9.8 61.0 29.3 7.2 
1.3 13.4 18.8 
.7 4.3 2.1 
Listening Center 0 12 0 12 
100.0 2.1 
6.5 
2.1 
Column 316 186 64 566* 
Total 55.8 32.9 11.3 100.C 
♦Some data were missing due to miscoding of materials use. 
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If literacy events were not related to the interaction of the area and materials use, then 
the expected percentage of literacy events in each cell row would have matched the expected 
percentage for the sample. The anticipated outcomes were distributions of literacy events 
that were Teacher/Other Child Use of Materials 55.8% of the time. Single Use Materials by 
Child 32.9% of the time, and Multi-Use Materials by Child 11.3% of the time. 
Only in the Library/Books Area did the actual outcome resemble the anticipated 
outcome for the distribution of literacy events across the sample. In that area 62.4% of the 
literacy events were coded Teacher/Other Child’s Use of Materials. In addition 37.6% of 
the literacy events were coded Single Use Materials. There were no literacy events in the 
Library/Books Area which were coded Multi-Use Materials. Since the majority of literacy 
events in the Library/Books area were characterized by the teacher or another child handling 
the materials, rather than the child who was being observed, it seems that even in this area 
where teachers have been found to be almost as likely (47.8%) to be absent (28.4% ) or 
facilitating (19.4% ) as directing (52.2%) literacy events, children are still handling 
materials themselves only 37.6% of the time. 
The high incidence of Teacher/Other Child Use of Materials in the Circle Area was 
consistent with earlier findings. Teachers or other children were handling materials 91.4% 
of the time. In the next section the relationship between the interaction of presentation of 
materials and teacher's role may provide further explanations for these findings. 
The areas where children were observed handling materials more often than observing a 
teacher or other child handling materials were the Small Group Math Area, the Writing 
Area, the Small Group Language Area, the Table Games Area,the Writing Center, the Art 
Area and the Listening Area. The contrast between child use and teacher/other child use of 
materials was most marked in the Art, Table Games, Small Group Language Arts, and 
Listening Areas. There were no instances of literacy events in these areas in which the child 
watched a teacher or other child handling the materials. During literacy events in these 
areas the child was almost always using materials rather than observing someone else 
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handling materials. The exceptions, not shown in the table, include those literacy events 
during which children were combining materials (1.7%), off-task manipulating materials 
(2%), or not using materials (2%). 
There was an obvious difference between areas where Single Use and Multi-Use 
materials were handled. Single Use Materials, materials for which the outcome is 
predetermined or those which are used in a prescribed manner, were most frequently 
observed in Small Group Math Area (49.3%), the Writing Area (61.0%), the Small Group 
Language Area (83.3%), the Table Games Area (88.9%),the Writing Center (61.0%), and 
the Listening Area (100.0%). The behavior coded Multi-Use includes materials in which 
the outcome of the activity is not inherent in the material such as blank sheets of paper, 
pencils, markers, and paints. Only in the Art area were children observed handling 
Multi-Use Materials more often (80.9%) than Single Use Materials (19.1%). A low 
frequency of observations of multi-use materials in the Writing and Small Group Language 
Arts Areas during literacy events suggests that children seldom had opportunities to engage 
in exploratory, constructive literacy events in those areas. 
Relationships between the Interaction of Presentation of Materials and Teacher's Role on 
Literacy Events 
The influence of the interaction of presentation of materials and teacher’s role on 
literacy events was examined by applying the Chi-square test to the major types of 
Materials Use in the kindergarten classrooms. Since children were seldom were 
combining materials (1.7%), engaged in off-task manipulating materials (2%), or not usmg 
materials (2%), the relationships between these uses of materials and teacher’s role on 
literacy events were not analyzed. By eliminating these 21 observations (3.5% of the 
sample), the Chi-square statistic could be applied with a higher degree of confidence. 
142 
The tests were conducted separately because of the nature of the data. The majority of 
literacy events either were directed by the teacher (61.3%) or occurred when the teacher 
was absent (18%). The categories "Teacher Participates" (11.9%) and "Teacher Observes" 
(9.1%) accounted for 21% of the literacy events observed. A summary table of frequencies 
and percentages (Table 4.17) is found below describing the frequencies and percentages of 
literacy events observed across the sample. 
TABLE 4.17 : Summary Table of Teacher’s Role by Material Use for Literacy Events 
Count 
Material Use 
Row Percent 
Column Percent 
Total Percent 
Teacher's Role Teacher/Other Single Use Multi-Use Row 
Use Materials Materials Total 
Absent 5 71 28 104 
4.8 68.3 26.9 17.8 
1.5 37.0 43.8 
.8 11.0 4.6 
Observing 18 26 11 55 
32.7 47.3 20.0 9.4 
5.5 13.5 17.2 
3.0 4.3 1.8 
Participating 14 29 20 63 
22.2 46.0 31.7 10.8 
4.3 15.1 31.3 
2.3 4.6 3.3 
Directing 291 66 5 362 
80.4 18.2 1.4 62.0 
88.7 34.4 7.8 
48.1 10.9 .8 
328 192 64 584 
56.1 32.9 11.0 lOOJ 
Since the majority of literacy events were observed when the teacher or another child 
was using materials (54.2%) while the observed child looked on, first the hypothesis that 
there was no relationship between the teacher's role and Teacher/Other Child Materials Use 
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was tested using the Chi-square statistic. The results indicate that there is reason to reject 
the hypothesis that there is no relationship between the interaction of teacher/other child use 
of materials and the teacher's role on the occurrence of literacy events in these kindergarten 
classrooms. The use of the Chi-square was especially appropriate in this application. The 
minimum expected frequency per cell was 25.18. When the teacher was absent, another 
child was observed using materials while the child being observed looked on 1.5% of the 
time (5 occasions). Teachers or other children were handling materials during literacy 
events when the teacher was observing 5.5% of the time (18 occasions), and when the 
teacher was participating only 4.3% of the time (14 occasions). Overall, the events in 
which teachers were directing and were handling (or another child was handling) materials 
accounted for 48.1% of all the literacy events. The teacher/other child was much more 
likely (78.4%) to handle materials during teacher-directed literacy events than not (21.6%). 
A Chi-square value of 239.08 (df, 3) was obtained (p<.0000). 
Next, the hypothesis that there was no relationship between the teacher's role and 
Single Use Materials by child was tested using the Chi-square statistic. Single Use 
Materials accounted for 31.7% of the observed literacy events. The results indicate that 
there is reason to reject the hypothesis that there is no relationship between the interaction 
of single use of materials by child and the teacher's role during literacy events in these 
kindergarten classrooms. Each cell contained at least five observations, and the minimum 
expected frequency per cell was 17.45. All eight cells had minimum frequencies of 26 or 
more. The use of the Chi-square statistic for this analysis was most appropriate. A 
Chi-square value of 98.60 (df, 3) was obtained (p <.0000). 
Finally, the hypothesis that there was no relationship between the teacher’s role and 
Multi-Use Materials by child was tested using the Chi-square statistic. Multi-Use Materials 
accounted for only 10.6% of the literacy events that were observed. The results indicate 
that there is reason to reject the hypothesis that there is no relationship between the 
interaction of multi-use materials by child and the teacher’s role during literacy events in 
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these kindergarten classrooms. Teachers were seldom (1.4% of the time) directing when 
children used materials that did not have a predicted outcome. The teacher was more likely 
to be participating (31.7% of the time), absent (26.9% of the time), or observing (20% of 
the time). The minimum expected frequency per cell was 5.8. The Chi-square must still be 
interpreted cautiously, however, since there were only 64 literacy event observations coded 
as Multi-Use Materials. A Chi-square value of 88.84 (df, 3) was obtained (p <.0000). 
These results obtained on the three Chi-square tests can be explained to some degree in 
terms of the types of literacy events that were observed in these four kindergarten 
classrooms. The high frequency of observations in which the teacher/other child was 
holding materials during teacher directed literacy events was consistent with expectations. 
Many (33.2%) literacy events observed in these four kindergartens were events coded 
Listening to a Story. Teachers usually held the books. The next most frequently observed 
literacy events were Emergent Reading of Books or Charts (18.7%) defined as 
"independent or choral reading of a book or chart." These events were often characterized 
as events in which teachers or other children handled materials while the child being 
observed looked on. 
In order to describe literacy events coded "Other" (18.5%) in terms of the types of 
materials use, it was necessary to examine the Fieldnotes for Literacy Events sheets which 
described these literacy events. The data from the Fieldnotes for Literacy Events showed 
that most of the events coded as "Other" were activities in which Single Use Materials were 
handled by the child: assembling magnetic letters on a metal board, using letter puzzles 
matching small and capital letters, filling in the blanks in a teacher-made booklet, matching 
colors to color-coded cards during a game, matching pictures to letter cards by associating 
beginning consonant sounds, removing name cards from a pocket chart upon entry into the 
classroom for attendance, reading a label from a bottle in the Dramatic Play Area, asking 
questions about letters on a name tag, and identifying letters that were stepped-on dunng a 
game. Some events categorized as "Other" types of literacy events were obviously 
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examples of teacher/other child use of materials: children's dictating a story while the 
teacher wrote, naming the letters on flash cards, spelling aloud a name that had been written 
on the board, and participating in an Alphabet Bingo game in which the teacher held up the 
letters and children identified the letter and named an object that began with the same 
sound. Only a single literacy event coded as "Other" was Multi-Use of materials by child: 
sharing pictures and print by standing in front of the group and talking about the picture. 
Literacy events observed less frequently which involved Single Use Materials included 
Studying Books ( 8.1% ), Browsing (2%), and Completing a Worksheet (4.3%). During 
these events teachers were most likely Absent or Participating. Only when children were 
Completing a Worksheet would a teacher be likely to be directing the activity. 
Observed literacy events which probably involved Multi-Use Materials included 
Drawing and Coloring (11.1%) and Writing or Pretending to Write (6.1%). It is not 
surprising that teachers would be Absent or Participating during these types of literacy 
events. 
In conclusion, the influence of the interaction and of the presentation of materials and 
teacher's role on literacy events in these four classrooms cannot be attributed merely to 
chance. The large values of Chi-square indicate that it is very unlikely that there is no 
relationship between the interaction of presentation of materials and the teacher’s role on 
literacy events in these four kindergartens. 
Conclusions 
This study was conducted to describe the literacy events in kindergarten classrooms and 
the relationships among the design of physical space, the amount and presentation of 
materials and the teacher-child interactions on children's reading and writing activities. 
Two investigators observed children’s naturally occurring behaviors using The Behavior 
Checklist of Child-Rnvironment Interaction; Second Edition (Day et al., 1982) m four 
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kindergartens across all segments of the program day. Interobserver reliabilities of .981 
and .971 were obtained during five days of simultaneous observations. The study used a 
broad data base with a total of 1,859 thirty-second observations distributed across all areas 
of the kindergarten classroom and collected over a four-week period. The number of 
observations made in each classroom was not equal due to unforeseen interruptions in data 
collection. By examining the data both across classrooms and by classroom, this 
mvestigator has attempted to describe those aspects of the behavior setting which influence 
literacy events. Four hypotheses were tested in order to investigate the impact of three 
environmental variables on literacy events. The profiles of "what went on" during literacy 
events in each classroom and the similarities and differences between classrooms have been 
the object of this study. 
Over the course of the study, one-third of all observations were coded as literacy 
events. During literacy events children were engaged in listening to stories for one-third of 
the time. The emergent reading of books or charts, either in chorus or alone, was the next 
most frequently observed literacy event (18.7%). Almost one-fifth (18.5%) of the literacy 
events were coded "Other," a dramatic improvement over the results of the pilot study in 
which 75% were coded "Other." The taxonomy of literacy events generated by this study 
accounts for 81.5% of the types of literacy events observed in these four kindergarten 
classrooms. This researcher has listed those literacy events coded "Other" in order to guide 
future research that uses these categories described in our study. Children were also 
observed drawing or coloring, studying books, writing or pretending to write, using 
worksheets, and browsing. 
The design of physical space was found to be related to children’s reading and writing 
activities in kindergartens. There were many areas of the classrooms in which few or no 
literacy events were observed. In three of the four classrooms over 40% of the literacy 
events were observed in the Circle Area. The fourth classroom was the exception where 
only 19.3% of the literacy events were observed in the Circle Area. The spaciousness, the 
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lower population density, and the time allotted for free choice of activities in Classroom D 
may account for the differences observed there. Overall, the premise that knowing where a 
child is can be more indicative of his or her behavior than knowing who the child is (Day, 
1983), was supported by this study. 
The second hypothesis posited that there was no relationship between the amount of 
materials and the presentation of materials on literacy events in kindergarten classrooms. 
The amount of materials, as measured using The Survey for Displayed Literary ,Stimuli 
Loughlin and Cole, 1986) was found to be somewhat useful in predicting literacy behavior 
in extreme cases; when there was a variety of displayed literacy stimuli (Classroom A) as 
compared with a dearth of displayed literacy stimuli (Classroom B), amount of materials 
could be used to predict literacy events. In the other two classrooms where the frequency 
of literacy events were similar, the differences in amount of displayed stimuli were not as 
useful for predicting literacy events. 
The presentation of materials was found to be related to the occurrence of literacy 
events in the four kindergartens. Usually children were either watching a teacher or other 
child handle materials during literacy events (Classrooms A and B) or were handling 
materials themselves (Classroom C and D). Seldom (5.7% of the time) were literacy events 
observed in which the child combined materials, did not use materials or were off-task and 
manipulating materials. This finding supports Day's speculation that the accessibility or 
presentation of materials may be more predictive of behaviors than the kinds of materials in 
a classroom (Day, 1983, p. 95). 
The third hypothesis stated that there was no relationship between the types of 
teacher-child interactions and children's reading and writing activities in kindergartens. We 
rejected the null hypothesis since 61.3% (371 of 605) of the literacy events were observed 
when the teacher was directing. When these data were examined by classroom, all four 
classrooms were similar. The next most frequently observed role of the teacher during 
literacy events across classrooms was coded "Teacher Absent." The least frequently 
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observed teacher's roles during literacy events were those in which the teacher facilitated 
literacy events either through participation (coded as Teacher Participates) or by her 
presence in an area (coded as Teacher Observes). 
In three of the four classrooms, literacy events were usually observed in the Circle 
Area. In two of the four classrooms, the teacher or another child was usually handling 
materials during literacy events. The teacher's role during literacy events in all four 
classrooms was usually to direct the activity of the children. 
The fourth hypothesis dealt with interactions among design of physical space, 
presentation of materials, and teacher's role. In order to insure sufficient cell sizes for the 
Chi-square test, adjustments in the arrangement of data were necessary. First, categories 
that were seldom used were eliminated from the analyses. Next, the categories "Teacher 
Observes and Teacher Participates were combined to form a new category designated as 
Teacher Facilitates. Crosstabulations were conducted to examine the interaction of: (1) 
area and teacher's role; (2) area and presentation of materials; and (3) presentation of 
materials and teacher's role. 
A strong relationship was found between certain areas of the classroom and the 
teacher’s directing of literacy events. Almost half (47.7%) of all literacy events occurred 
when the teacher was directing activities in either the Circle Area (35.7%) or the 
Library/Books Area (12%). This finding was not surprising based on the high incidence of 
time spent in the Circle Area (25.77% of the time) and in the Library /Books Area (9.1% of 
the time) and on the high frequency of literacy events which were coded as "Listening to a 
Story" (33.2%). 
The influence of the interaction of area and presentation of materials on literacy events 
was examined using three separate analyses. The probability of a relationship was strongly 
supported when the Chi-square test was used to assess the interaction between the area of 
the classroom and the teacher or other child's use of materials. Children were usually 
watching the teacher or another child handle materials in the Circle Area (34.5% of the 
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observations) or in the Library /Books Area (14.3% of the observations). When the 
Chi-Square test was used to assess the interaction between the design of physical space and 
the child's handling of single use materials, a strong relationship was also found. Children 
were observed handling single-use materials during literacy events in the Library/Books 
Area (8.6% of the time) and in the Small Group/Math Area (6.0% of the time). They were 
seldom (3.3% of the time) handling single-use materials in the Circle Area. Although 
multi-use materials accounted for only 10.6% of the literacy events observed, a third 
analysis was attempted to test the influence of the interaction of children's handling of 
materials which required exploratory, constructive behavior. The appropriateness of the 
Chi-square was questionable and there was insufficient evidence for rejecting the null 
hypothesis based on the data collected in this study. It was found, however, that literacy 
events which involved multi-use materials were most frequently observed in the Art Area 
(6.5%) and in the Writing Center (2.1%). 
The influence of the interaction of the presentation of materials and the teacher’s role on 
literacy events was also tested using three separate analyses. Although the relationships 
between the teacher's role and teacher/other child use of materials was found to be 
significant (Chi Square= 239.085, df 3), the result must be interpreted with caution due to 
the absence of sufficient data in some cells. Overall, the most frequently observed 
relationship was between the teacher's directing of literacy events and the teacher's (or 
another child's) handling of materials (48.1%). Seldom (11.7%) was the observed child 
handling materials during literacy events when the teacher's role was to direct. 
When the relationship between the teacher's role and the handling of single use 
materials by the child was tested, the appropriateness of the Chi-square statistic was 
considered adequate for rejecting the null hypothesis. (Chi-square=98.605, df 3, p < .00). 
Children were manipulating single-use materials 11% of the time when the teacher was 
absent, 8.9% of the time when the teacher was facilitating (i.e. 4.6% teacher participating, 
4.3% teacher observing), and 10.9% of the time when the teacher was directing events. 
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The third analysis conducted to examine the relationship between the teacher’s role and 
the child’s handling of multi-use materials also proved adequate for rejecting the null 
hypothesis (Chi-square=88.843, df 3, p <.000). Children were most likely to be using 
materials in which the outcome of the activity is not inherent in the materials when the 
teacher was absent (4.6 % of the observations). When the teacher was directing a literacy 
event, the children seldom (.8%) handled multi-use materials. 
In conclusion, the influence of the interactions among the design of physical space, 
the presentation of materials, and teacher's role on literacy events in these four 
kindergartens cannot be attributed merely to chance. Some statistical analyses have proven 
useful for making generalizations about the interactions among aspects of the kindergarten 
environment and the behaviors observed there. Due to the nature of this study, however, 
the testing of hypotheses was best accomplished by describing the patterns that emerged 
from the data. The implications that can be drawn from these results are further discussed 
in Chapter Five. 
CHAPTER V 
CONCLUSIONS AND IMPLICATIONS 
Introduction 
This study was conducted to discover whether or not aspects of the behavior setting 
influenced literacy events in kindergartens. In a review of research (Chapter Two) aspects 
of the environment were found to be related to a variety of behaviors in early childhood 
settings (Shure, 1963; Rosentahal, 1973; Prescott, 1973; Gump, 1975; Phyfe Perkins, 
1980; Sutfin, 1980; Smith and Connolly, 1980; Weinstein, 1977; and Warner, 1984). Day 
and his colleagues (Day and Sheehan, 1975; Day, Phyfe-Perkins and Weinthaler, 1979; 
Phyfe-Perkins, 1980) found that the behavior of children in early childhood settings 
appeared to be a function of the interaction of three environmental factors: (1) design of 
physical space; (2) amount and presentation of materials; and (3) adult-child interactions. 
They proposed that when the space, the materials, and the adult roles were integrated, 
children demonstrated behaviors that were consonant with developmental expectations. In 
this study, each segment of the kindergarten classroom was examined for relationships 
among these three aspects of the behavior setting and literacy events. 
Studies on children's reading and writing activities at home and at school were 
examined for references to factors in the environment which related to literacy events. With 
the exception of the early studies which were based on surveys and questionnaires, most of 
these studies were naturalistic. A review of the literature with special attention to aspects of 
the environment made it possible to identify relationships between literacy events and 
certain aspects of home environments (Krippner, 1963; Pleassas and Oakes, 1964; Durkin, 
1966; Clark, 1976; Heath, 1983; Taylor, 1983; Bissex, 1982 and 1987; Newman, 1983; 
Newkirk, 1984; Doake, 1981; Snow, 1983; Sulzby, 1985; Bloome, 1985; Fagan and 
Hayden, 1988; Taylor and Dorsey-Gaines, 1988), classroom environments (Milner, 1951, 
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Putnam, 1982a and 1982b; Wilucki, 1984; Taylor et al., 1986; Meyer, 1985; DeFord, 
1984; Kawakami-Arakaki et al., 1989), and segments of classrooms (Morrow, 1982; 
Dyson, 1983 and 1985; Holmes, 1985; Harris, 1986; Morrow and Weinstein, 1986; 
Rowe, 1986 and 1987; Martinez and Teale, 1988; Roskos, 1988; Kawakami-Arakaki et 
al., 1989; Teale and Martinez, 1989). Throughout the literature literacy events have been 
found to be related to teachers’ orientations to literacy, socialization processes and agendas, 
curriculum models, and learning styles. The relationship between literacy events and 
aspects of the environment has been suggested by some authors (Loughlin and Suina, 
1982; Loughlin and Martin, 1987; Strickland and Morrow, 1990; Cazden, 1990). This 
investigation was designed to describe those relationships. 
In our review of the research on children's reading and writing activities in early 
childhood classrooms (Chapter Two), we "teased out" of the studies those aspects of the 
behavior setting which were found to relate to literacy events. Allen et al. (1989) found a 
wide range of physical settings, types and presentation of materials, and teacher-child 
interactions in their one-year longitudinal study of seven kindergartens. A few researchers 
have focused on the impact of the design of physical space and the type and presentation of 
materials (Morrow, 1982; Teale and Martinez, 1988). Others have concluded that the 
interaction between the amount or presentation of materials and the role of the teacher was 
most useful for predicting literacy events (Putnam, 1982a and b; Wilucki, 1984; Taylor et 
al, 1986). Most have concluded that the role of the teacher was of primary importance 
(Holmes, 1985; Wells, 1987a, p. 16; Harris, 1986, p. 28; Dyson, 1983; Rowe, 1986 and 
1987; Teale and Martinez, 1989, Kawakami-Arakaki et al., 1989); however, there was 
disagreement in these studies as to whether the teacher should be directing (Rowe, 1986 
and 1987; Meyer et al., 1985), supporting (Dyson, 1983; Harris, 1986; Wells, 1987a; 
Teale and Martinez, 1989; and Kawakami-Arakaki et al., 1989), or absent (Holmes, 1985) 
during literacy events. 
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On the basis of the review of literature there was evidence to support relationships 
between literacy events and those same three aspects of the environment which had been 
found to influence other behaviors in early childhood settings. Throughout the literature 
there were references to the importance of materials and the nature of the adult-child 
interactions during literacy events. The studies conducted in segments of classrooms 
included detailed descriptions of the design of physical space as well. Nowhere before in 
the research had an orderly attempt been organized to observe children's reading and 
writing activities in and across all areas of the kindergarten. 
In this study it was important to describe literacy events widely in order to include as 
much data as possible. After a review of research, it was determined that literacy events 
would be defined as events in which the child interacts with objects as if he/she is reading 
or writing" (Anderson, Teale, and Estrada, 1980, p. 59), or when the child is listening to a 
story. This broad definition was narrowed when literacy events were operationally defined 
and categories were generated. These categories constituted a taxonomy which accounted 
for 81.5% of the literacy events observed in the four kindergarten classrooms. The 
taxonomy, based on numerous studies (Martinez and Teale, 1988; Dyson, 1983; Rowe, 
1987; Wells, 1980, 1987a, 1987b; and Dobson, 1988), informal observations, and the 
results of the pilot study, described "what reading and writing looked like" in natural 
settings. Since a number of the events coded "Other" were instances of teacher's taking 
dictation from children, it seems that including the category "Taking Dictation" would be 
useful in future research endeavors. 
After selecting criteria for evaluation, the researcher chose a methodology for collecting 
data which would maintain ecological validity. Kindergarten classrooms are not 
laboratories. In order to conduct a systematic investigation of the reading and writing 
activities of children in all areas of kindergarten classrooms, maintain ecological validity, 
and accommodate factors such as flexibility in scheduling, spontaneity, and opportunities 
to make choices, The Behavior CherVlist of Child-Environment Interact: SePOrt Edition 
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(Day et al., 1982) was selected and modified to account for literacy events. Using this 
instrument it was possible to gather data contextually. The instrument was designed to be 
interactive; it takes mto account all of the elements of the ecological system—physical 
setting, children, adults, time, purposes and materials. Each data point included included 
information on the literacy event, the Activity/Area, the teacher's role, the child's or 
teacher's choice of the activity, the use of materials, and other behaviors. The purposes for 
each Activity/Area were recorded on Activity/Area forms. 
The Behavior Checklist of Child-Environment Interaction pay et al., 1982) was used 
to describe literacy events in four neighboring inner-city kindergartens in western 
Massachusetts. Precautions were taken to provide a sample which was internally consistent 
in terms of sites, subjects, and teachers. The four classrooms were comparable in terms of 
size, furnishings, equipment, and number of activity/areas (see pp. 80-81 in Chapter Three 
for comparisons). The children in the study attended kindergarten in their neighborhoods. 
The neighborhoods bordered one another and were within the same district. The sample 
population was diversified and representative of the urban area where the study was 
conducted. The teachers were experienced kindergarten teachers and there were teacher's 
aides in three of the four classrooms. 
Children's naturally occurring behavior was recorded by two observers over a 
four-week period using a time-sampling-by-child methodology. High interobserver 
reliability was achieved on five days of simultaneous observations (Chapter Four). A broad 
data base with a total of 1,859 thirty-second observations distributed across all areas of the 
kindergarten classroom was constructed over a four-week period. One-third of the 
observations were coded as literacy events. The literacy events data were analyzed across 
the entire sample and by classroom. Detailed descriptions of literacy event episodes were 
recorded on the Fieldnotes for Literacy Events forms. 
Three questions were addressed: (1) Are reading and writing activities observed in 
kindergarten classrooms and, if so, what types, and with what frequency? (2) What 
155 
relationships, if any, exist between children’s reading and writing activities in 
kindergartens and these three factors: design of physical space, amount and presentation of 
materials, and teacher-child interactions? and (3) Are kindergarten classrooms settings 
which offer children opportunities to engage the environment for reading and writing 
activities? 
First, types of literacy events and their frequencies were described for the entire sample 
and by classroom (Chapter Four). Variation was found in the types and frequencies of 
literacy events that occurred in and across classrooms 
Second, design of physical space, presentation of materials and teacher-child 
interactions during literacy events were described. Relationships were found between 
children's reading and writing activities and each of these three factors. The amount of 
literacy-related materials in each classroom was measured using The Survey of Displayed 
Literacy Stimuli (Loughlin and Cole, 1986). Only in extreme cases, when the environment 
was print-filled or print-deficient, did the amount of materials relate to the occurrence of 
literacy events. This finding supports Day's speculation that the accessibility or 
presentation of materials may be more predictive of behaviors than the kinds or amounts of 
materials in a classroom Pay, 1983, p. 95). 
Next, the interactions among design of physical space and presentation of materials, 
design of physical space and teacher's role, and presentation of materials and teacher's role 
during literacy events were examined. The data were subjected to analyses using the 
Chi-square statistic. When seldom-used areas were eliminated, and when the teacher’s 
roles coded as "participating" and "observing" were combined to create a new category 
designated as "facilitating," significant values of Chi-square were obtained. Although the 
statistics must be interpreted with caution due to the rearrangement of the data, it appears 
that there are grounds for rejecting the null hypotheses that these interactions are 
independent. Variation durin« literary events was found in and aernss cljwroomsIbat 
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gl8tW? 19 8SPWS °f lhg t’?havior specifically, design of space, presentation of 
materials and the role of the teacher. 
Other researchers have looked at single factors to explain the variation in literacy events 
across classrooms in their studies. Teacher's theoretical orientations to literacy (Putnam, 
1982a and 1982b; Wilucki, 1984), curriculum models (Mason, Stewart, and Dunning, 
1986, DeFord, 1984), materials (Taylor, Blum and Logsdon, 1986), and the role of the 
teacher during literacy events (Meyer et al„ 1985) have all been examined and have been 
found to be related to the types and frequencies of literacy events that occur in kindergarten 
classrooms. In this study the variation in literacy events is described from the child’s point 
pf view gs he/she engages in transactions with the environment It was not the intention to 
describe what variation makes a difference in literacy learning or development. At no point 
in the study was children's achievement in reading or writing assessed. The study was 
conducted to describe the literacy events and the conditions under which literacy events 
occurred in four kindergartens and in segments of those kindergartens. 
Naturally, the results of the research are directly applicable only to these four 
kindergarten classrooms. However, given the broad data base, the ecological validity, the 
patterns discovered across classrooms, and the high interobserver reliability maintained 
throughout the study, relationships between aspects of the behavior setting and literacy 
events have been successfully described. 
Conditions Under Which Different Types of Literacy Events Were Observed 
The third question which guided this investigation was: Are kindergarten classrooms 
settings which provide children with opportunities to become engaged in reading and 
writing activities through transactions with the environment? The theoretical position from 
which this question is derived is a human ecological approach to early childhood education. 
It is assumed that children learn and develop through active engagement with the 
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environment In this concluding chapter the third question is addressed. The conditions in 
the environment under which literacy events occur are discussed in terms of the 
opportunities children have to engage in transactions with the environment. Interpretations 
of "what went on" during literacy events in segments of classrooms and the similarities and 
differences among classrooms have been described. 
One way to evaluate the opportunities children have to engage the environment for 
transactions during literacy events is to examine the opportunities they have to make 
choices. Freedom to choose activity without pressure from adults has been described as an 
important aspect of early childhood programs (Rosenthal, 1973 in Phyfe-Perkins, 1980; 
Prescott, 1973 in Gump, 1975; Kritchevsky and Prescott, 1969; Day, 1983). Freedom to 
choose has been addressed by measuring behavior during Free Choice time in some studies 
(Shure, 1963; Sutfin, 1980; Prescott, 1973). In our study the existence of the expectation 
that children should join an activity was sufficient for designating the activity 
"teacher-choice." "Child-choice" was coded for those activities which were freely chosen 
by the children. Overall, 68% of the 1,859 observations were coded as "teacher-choice" 
and 32% were coded as "child-choice." In this study two-thirds of the day was spent in 
activities chosen by teachers. Over the course of the study, one-third of all observations 
were coded as literacy events; of these events 77.3% were coded as Teacher-Choice, 
defined as those activities to which children were directed by the staff. Only 22.7% of the 
literacy events were Child-Choice, activities freely chosen by the children. It can be 
concluded from the data that freedom to choose an activity, whether the activity was related 
to reading or writing or whether it was not, was not a priority in the four kindergartens 
studied. 
Another way to evaluate the opportunities children have to engage the environment for 
transactions during literacy events is to examine the conditions under which different types 
of literacy events occurred. 
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Conditions Under Which Children Wmtf nr 
Children had the best opportunities to become engaged in literacy events on their own 
terms when they were writing or drawing. Writing and drawing were usually child-choice 
activities; the children always handled materials themselves; and the teacher was usually 
absent or facilitating, rather than directing the activity. Holmes (1985) found that children 
who participated in independent writing time without a model acquired more concepts about 
print than children who worked with a model, or than children who participated in 
direct-instruction activities in phonics and writing skills. She concluded that the absence of 
the teacher during writing activities was best for children. 
As in previous studies (Schickedanz and Sullivan, 1984; Wells, 1985; Heath, 1983; 
Taylor, 1983), the researcher found that there was more reading than writing in the 
kindergartens we observed. Even when drawing or coloring was combined with writing as 
in earlier studies (Dyson, 1983; Hippie, 1985; Hilliker, 1982; Gardner, 1980, p. 55), only 
17.2% of the literacy events were related to writing. The low frequency of literacy events 
coded as Writing or Pretending to Write (6.1%) and Drawing or Coloring (11.1%) was 
consistent with earlier research on children's writing and drawing both at school and at 
home. 
Variation was found in the types and frequencies of writing and drawing activities 
across classrooms. One explanation for the low frequency of writing events in homes was 
often the issue of accessibility of materials (Krippner, 1963; Plessas and Oakes, 1964; 
Durkin, 1966; Bissex, 1980; Newman, 1983; Harste, Woodward, and Burke, 1984; 
Newkirk, 1984). In the present study both the amount of materials and the presentation of 
the materials were examined. Each classroom surveyed had writing materials in at least two 
areas when measured on the Survey of Displayed Literacy Stimuli (Loughlm and Cole, 
1986). The amount of displayed literacy stimuli in Classrooms C and D were almost equal, 
yet there were dramatic differences in the percentage of literacy events related to writing in 
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these two classrooms. There were more displayed literacy stimuli in Classroom A than in 
any of the other classrooms; however, only 14% of the literacy events which occurred there 
were coded as writing or drawing. Since there was no lack of writing materials in any of 
the classrooms, we sought other explanations for the low frequency of writing and 
drawing events observed in Classrooms A (14%), B (15%) and C (16%). The higher 
frequency of literacy events related to writing in Classroom D (24%) was not due to the 
availability of more materials. 
The types of writing activities among classrooms were examined in an attempt to 
explain the differences. In her study of a single preschool classroom, Harris (1986) found 
that "the environmental print which children found most engaging was their names" (p. 
15). This finding was supported in our study. The Fieldnotes for Literacy Events showed 
that many of the writing activities were name-writing incidents. In our study, children 
were required to write their names on their papers before beginning an activity in 
Classrooms A, B and C. In Classrooms A and C, children were encouraged to write their 
names any way they could. 
In Classroom B, children wrote their names by copying from a model. There were only 
two incidents when children wrote letters randomly, and in both instances the teacher was 
absent and they asked the researcher, "What does this spell?" The majority of the literacy 
events coded "Other" in Classroom B involved letter-sound association activities with 
decontextualized print. DeFord (1984) found that the reading material emphasized in the 
reading program was the most influential factor in determining the form as well as the 
content of children’s writing (p. 177). Since children were taught letters in isolation in 
Classroom B, it was not surprising that they would write letters and seek adult 
confirmation that they "spelled" something. Although a longer study of Classroom B's 
literacy events might provide the data to support DeFord’s finding, the two mcidents 
described on the Fieldnotes for Literacy Events lend credence to her contention that in 
classrooms where letters are taught in isolation, children’s writing is also decontextualized, 
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In contrast, there were more diverse writing activities in Classroom D. The highest number 
of literacy events coded "Other11 was also found in Classroom D. Upon examining the 
Fieldnotes for Literacy Events in Classroom D, we found that the majority of the behaviors 
coded as Other were incidents in which the teacher was taking dictation from children. In 
retrospect, we regret not including "taking dictation" as a category in our taxonomy of 
literacy events. The inclusion of those events as writing episodes should be considered in 
future research. 
There are many possible explanations for the relatively high incidence of writing and 
drawing events observed in Classroom D. The conditions under which writing events 
occurred provides one explanation for the differences observed in Classroom D. Clearly, 
the higher frequency of writing and drawing activities in Classroom D was related to the 
interaction of time to write or draw (temporal aspects), the design of physical space (the 
Writing Center in Classroom D included the large table in the center of the classroom), the 
teacher's role (non-directing), children's opportunities to choose their own activities, and 
the presentation of materials. Children wrote and drew in more areas of the classroom; the 
children handled materials themselves; and the teacher was usually absent or participating 
(e.g., taking dication) during writing/drawing events. The conditions in Classroom D 
ensured that children were actively engaged with the environment during writing activities, 
making choices to write or draw, handling materials, and working independently or 
associatively with a teacher. There are alternative explanations for the differences found in 
Classroom D: the teacher's curriculum included book-writing; her theoretical orientation to 
literacy (DeFord, 1984) may have differed from the other teachers’ orientations; or she may 
have assumed that children learn to read by writing. Although these explanations are all 
reasonable, they have not been measured in this study. Conditions in the environment were 
related to the writing and drawing that were observed in Classroom D. 
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Conditions Under Which Children Listened tr> 
In a recent review of the literature on beginning reading Adams pointed out, "The most 
important activity for building the knowledge and skills eventually required for reading is 
that of reading aloud to children" (Adams, 1990, p. 86). 1 Kindergarten children had many 
opportunities to listen to stories in these four classrooms. Overall, listening to stories 
accounted for 33.2% of the literacy events in the four kindergartens. In three of the four 
classrooms Listening to Stories was the most frequently observed literacy event. Story time 
was scheduled daily in each of the four classrooms. Listening to stories was a 
teacher-choice activity in which all the children were expected to participate. 
The conditions under which the children listened to stories varied across classrooms. 
Adams suggests that "Books should be read in such a way that children can examine the 
pictures, discuss all aspects of meaning, and become aware of the format and function of 
the print" (Adams, 1990, p. 369). To that end, she proposed that Big Books offered 
children more opportunities. From the Fieldnotes for Literacy Events sheets we found that 
Big Books were frequently used when children were listening to stories in Classrooms A, 
C and D. Although the children were read to in large groups, the children sat very close to 
the teacher and to each other; they were able to see the print and the pictures. The stories 
were often repetitive and predictable. When teachers read Big Books, they often pointed to 
the words while they were reading (Holdaway, 1979). The conditions under which 
children listened to stories in Classrooms A, C and D offered children opportunities to 
engage in transactions with the environment because the space, materials and teacher-child 
interactions were integrated. 
The conditions under which children listened to stories in Classroom B differed 
considerably from the conditions in the other three classrooms. When children listened to 
stories in Classroom B the pictures and print were too small for all the children to see. 
Many of the stories were tape recordings, and children had to wait until the end of the story 
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to ask questions. There were few opportunities for the types of adult-child interactions 
observed in literate homes such as cyclical episodes in questioning (Teale, 1981, Ninio, 
1980) and "literacy contingent" behaviors (Snow, 1981; Bloome, 1985; Fagan and 
Hayden, 1989). The children who listened to stories in Classroom B, like the children 
observed by Schickedanz (1978), Roser and Martinez (1985), and Juliebo (1986)2 did 
not have opportunities to see the print or pictures and ask questions while the stories were 
read aloud at school. Yaden (1982) suggested that children in beginning reading instruction 
must not be restricted from asking questions on their own about written language during 
the story reading event. Although children listened to stories, factors in the environment 
were not integrated to give children opportunities to participate actively in the read aloud 
activity. 
Conditions Under Which Children Engaged in Emergent Reading of Books or Charts: 
Independent and Choral Reading 
The Emergent Reading of Books/Charts, defined as independent or choral reading, 
accounted for 18.7% of the literacy events in the four classrooms. Of all 113 incidents 
coded as Emergent Reading, only 20 observations occurred when the teacher was absent or 
facilitating. Teachers usually held the materials. Children in all four classrooms engaged in 
choral reading for the majority of the Emergent Reading events. The advantages of reading 
in chorus have been noted historically (Huey, 1908), in language-experience approaches 
(Allen and Allen, 1976), and in shared book approaches (Holdaway, 1979). 
The Fieldnotes for Literacy Events Forms showed that the children frequently read in 
chorus from teacher-made charts. Daily exercises included reading the days of the week 
from calendars and learning and reviewing songs or poems. Classrooms A (17%), B 
(11.9%) and D (14.5%) were most similar in terms of Emergent Reading behaviors. There 
was an unusually high incidence of Emergent Reading in Classroom C where choral 
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reading was incorporated into Circle time, Story time, and Small Group Language Arts. 
Child-authored texts, Big Books, and charts were read aloud in chorus on a daily basis. 
Children usually read as a class or in groups of more than five. During these literacy 
events the teacher usually directed the activity, manipulated the materials (pointing to words 
in books or on charts), and asked questions. 
The conditions under which children engaged in emergent reading of books or charts 
were, for the most part, full-class, teacher-directed activities. These literacy events usually 
occurred in the Circle and Library/Books areas. Children participated collectively in these 
events. Holdaway (1979) viewed choral reading as creating opportunities to join a 
community of readers, to develop a strong "literacy set," and to give children confidence to 
read independently. In this study emergent reading in chorus was not balanced with 
independent emergent reading. The conditions across classrooms did not give children as 
many opportunities to engage in the independent emergent reading of books or charts as it 
did in choral experiences. 
Conditions Under Which Children Completed Worksheets 
Only 4.3% of the literacy events in the four kindergarten classrooms were coded 
"Completes a Worksheet." A worksheet was used on only a single occasion in Classroom 
A. Completing worksheets accounted for 11% of the literacy events in Classroom C and 
9% of the literacy events in Classroom B. There were no worksheets completed in 
Classroom D. The conditions under which children completed worksheets is based on the 
data collected in Classrooms B and C. 
Worksheet activities were always teacher-choice, teacher-directed literacy events which 
occurred when children were in small groups. Usually all the children in the classroom 
were expected to complete the same worksheets. The Fieldnotes for Literacy Events 
showed that the worksheets usually reinforced letters or letter-sound relationships. 
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Children wrote their names on the worksheets and underlined pictures associated with the 
sound they were learning or traced letters. 
Chall (1983) criticized the overuse of worksheets and asked, "Are we perhaps having 
students do too much of their reading by examination?" (pp. 172-173). In contrast, Adams 
(1990) has pointed out that well devised worksheets can be a valuable classroom resource: 
"Beyond the fact that many children enjoy the sense of getting something done, 
independent seatwork affords an opportunity for exercising each on the knowledge and 
skills she or he needs most (p. 118). Adams' contention that worksheets can be enjoyed 
was illustrated in Classroom C. On one occasion a child was so pleased that he had traced 
the letter n successfully on one worksheet that he asked for another sheet to do it again. 
The teacher’s aide refused his request, saying, "These papers are not for playing." From a 
transactional ecological perspective this denial was unfortunate. The child was seeking an 
opportunity to become engaged in a task on his own terms. The child did not have a choice 
to become engaged. 
Conditions Under Which Children Browsed through Books 
Across the four classrooms children were seldom observed browsing through books 
(only 2.0% of the literacy events). In other studies researchers found that children had 
opportunities to handle books only during Free Choice time; however, they usually selected 
activities other than looking at books (Shure, 1963) or engaged in more literacy events 
when other areas of the classroom were closed (Harris, 1986). Since time was scheduled 
for looking at books in two of the four classrooms observed, the low incidence of 
browsing could not be explained by the lack of time. In other studies, browsing increased 
when books were newly added or unfamiliar (Morrow, 1982; Martinez and Teale, 1988). 
Another more plausible explanation may have been the familiarity of the books. 
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CQnfltiQns Under Which Children Silently Studied Charts or BooK 
Children were observed silently studying charts or books for 8.1% of the literacy 
events. The highest incidence was in Classroom A. The Fieldnotes for Literacy Events 
showed that usually the teachers were usually in the Circle Area directing the full class, and 
handling the materials. Charts included the calendar, weather charts, and familiar songs. 
Occasionally, children had opportunities to change the date, select the type of weather, and 
find words that were repeated in songs. Two of the incidents in Classroom A involved the 
construction of graphs which were created with the children actively participating by 
voting for their favorite category (in one case, color; in another case, dinosaur). At the 
end of the activity the children counted the votes aloud together and an individual child 
wrote the numeral representing the number of children favoring that category. 
From a transactions ecological perspective the activity described as "Silently Studying 
Books or Charts" provided children with some opportunities to engage the environment for 
transactions. When children handled materials, they were more actively engaged in the 
activity. 
In the above sections, variation in types of literacy events observed across classrooms 
has been described. In the following section elements of the behavior setting where literacy 
events occur have been examined in order to explain the variation in literacy events 
observed across classrooms. 
Conditions Under Which Literacy Events Were Observed in Different Areas Qf 
Classrooms 
Day's (1983) premise that knowing where a child is in an early childhood setting can be 
indicative of his or her behavior was supported by our study with regard to those standing 
patterns of behavior we have identified as literacy events. Warner (1984) found that in an 
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integrated preschool Learning/Activity areas were better predictors of on-task behaviors 
than the role of the teacher. Although the best predictors of literacy events were not 
identified in this study, three aspects of the environment were found to be related to the 
occurrence of literacy events when the data was subjected to statistical tests. Correlations 
were found between children's reading and writing activities and three factors: (1) design 
of physical space, (2) presentation of materials, and (3) teacher-child interactions. 
Ihgrg, wgrg np litgr^y events observed in the Blocks. Sand. .Science, or Clav Arens in 
any of the kindergartens. Although the Science Area in Classrooms A and D had displayed 
literacy stimuli including books and charts, the center was seldom used (1.4% of the total 
observations were made in the Science Area). Literacy events in the Dramatic Play, Snack, 
Music, and the Thematic Studies Areas accounted for only 3.8% of the data. On the basis 
of these findings, we have concluded that in all four kindergartens these areas do not 
operate according to a program of actions, or standing patterns of behavior, described as 
literacy events. When children were in these areas, they were not likely to be engaged in 
reading or writing activities. 
Literacy events were observed occasionally in the Small Group Math Area (3.8%), the 
Table Games Area (3.5%), and the Listening Center (2.1%). A larger sample size or a 
longer study would be needed to draw conclusions about literacy events in these areas on 
the basis of these few observations. The following discussion focuses on the areas in 
kindergartens that operate according to a program of actions described as literacy events. 
When children were in the Circle Area, the Library/Books Area, the Small Group Language 
Arts Area, the Writing Center, and the Art Area they were more likely tQ be engaged in 
literacy events than in anv other areas of the classroom,. 
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CffllfltiWS Under Which I iipracv F.vemx rVrurreri in ihr rirel,- 
A high frequency of literacy events took place in the Circle Area, explained in pan by 
the fact that participation in the Circle Areas in the four kindergartens was high (25.77% of 
the total observations across classrooms were in the Circle Area). Children attended the 
morning session for two and one-half hours; they spent an average of 37.5 minutes there 
daily. 
In three of the four classrooms over 40% of the literacy events were observed in the 
Circle Area. On the basis of the observations it was concluded that, overall, attendance in 
the Circle Area was highly predictive of the standing pattern of behavior described as a 
literacy event. 
Attendance in the Circle Area was required, not chosen. When the interaction of 
variables was examined, the literacy events in the Circle Area were full-class (95.7% of the 
time), teacher-directed (89.3% of the time) activities in which the children were usually 
on-task (91.8% of the time), watching the teacher use materials (86.3% of the time), and 
not speaking (48.5% of the time) or engaged in recitation talk (43.3% of the time). As in 
the "reading readiness" classrooms described by Putnam (1982b) and in the 
"mechanics/skills" classroom described by Wilucki (1984), Circle Area literacy events 
were often teacher-structured tasks which required conformity to teacher’s expectations. 
The Fieldnotes for Literacy Events described episodes in all four classrooms during 
which children had to be reminded to stop talking and "pay attention"; that is, look at the 
teacher. Children were usually listening to stories, reading aloud from Big Books or 
Charts in chorus, participating in cloze activities by anticipating or guessing what word or 
words came next, or playing letter-sound association games. In these literacy events 
individual children were called upon to respond to "teacher-initiated instructional 
interactions" (Meyer et al., p.9). The other children watched, listened, and waited. They 
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were less engaged in transactions with the environment than were children in other areas of 
the classroom. 
Conditions Under Which Literacy Events Occurred in the Librarv/Books Area 
Shure (1963) found that the Books Area, although least popular in terms of density, 
was characterized by high levels of participation behavior during free play. The 
Library /Books Area was the second most popular area in our study. Overall, observations 
in the Library/Books Area accounted for 9.2% of the total attendance in an area. Our data 
supported Shure's second finding showing high participation levels across all behaviors 
(81.8% of the observations in the Library/Books Area were coded "on-task") and very high 
participation levels during literacy events (97% of the literacy events in the Library/Books 
Area were coded "on-task"). 
The incidence of literacy events was also high (22.1%) in the Library/Books Area. 
Classrooms A, B, and C were most similar in the percentage of literacy events observed 
(21.8%, 14.4% and 22.0% respectively). Classroom D presented a different profile. There 
were more literacy events (28.9%) observed in the Library/Books Area than in any other 
area of Classroom D. 
The Fieldnotes for Literacy Events in the Library/Books Area showed distinct 
differences between literacy events that children were required to participate in, and those 
that were freely chosen by the children. The literacy events that were teacher-choice were 
usually full-class (60.4% of the time), teacher-directed (52.2% of the time) activities in 
which children watched the teacher use materials (61.9% of the time). The profile of these 
activities was similar to the types of interaction noted above in the Circle Area. In contrast, 
the literacy events that were child-choice were composed of small groups with 2 to 5 
children (30.6% of the time), the teacher was absent (28.4% of the time) or was facilitating 
literacy events by observing or participating (19.4% of the time), and the children handled 
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single-use materials (37.3% of the time). Children spent time browsing, discussing 
pictures and pnnt, pretending to read, listening to a teacher read to a few children, asking 
questions, and trading books. Overall, in the Library/Books Area, the children were 
usually not speaking (44.8% of the time), or engaged in task talk (27.6% of the time). 
In Classrooms C and D attendance in the Library/Books Area was built into the 
program. Children were expected to spend from 15 to 30 minutes in the area as part of the 
daily schedule. Story time was held in the Library/Books Area in Classrooms A, C and D. 
The Library/Books areas in these three classrooms resembled Library Comers described in 
the research as supporting children's use of books (Martinez and Teale, 1988; Morrow, 
1982; Morrow and Weinstein, 1986). The areas were large and inviting. Books were 
accessible to children and could be taken to other areas of the classroom. 
In contrast, the Library/Books Area was small and cramped in Classroom B (see map 
in Appendix C). In Classroom B the Library/Books Area was used only during free play, 
and children were not allowed to take the books out of the area. The Fieldnotes for Literacy 
Events described an incident which clearly illustrated the limits imposed by the 
Library /Books Area in that classroom. A child was observed browsing through a book 
three times during a free play period. During a transition from free play to story time, the 
child brought the book from the Library/Books Area to the teacher and asked if the teacher 
would read it. The teacher responded, "No, put it away. It's story time." The child 
returned the book to the Library/Books Area and sat down to listen to a story on a record. 
Design of space, presentation of materials, and adult-child interactions were not integrated 
to give the child the opportunity to engage the environment for a literacy event. 
In three of the four classrooms the Library/Books Area served a variety of functions. 
It was the site for listening to stories as a class, for looking at books alone, and for read 
aloud events in pairs or small groups that simulated the shared reading experience in 
"literate homes." When the teacher was facilitating literacy events by observing or 
participating (19.4% of the time) in the Library/Books Area, children were likely to be 
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handling the book or in close physical contact with the book (Taylor and Strickland, 1986). 
When the children engaged in task talk (27.6% of the time), the adult-child interaction 
usually included cyclical episodes in questioning (Teale, 1981; Ninio, 1980) and 
literacy-contingent behaviors" (Snow, 1981) with the adult answering questions about 
pictures and print, reading aloud on request, and giving help. Only in Classroom B was 
the Library/Books Area used only during free play. The teacher was never observed in the 
area. The children were not allowed to remove books from the area. The design of space, 
presentation of materials, and teacher-child interactions were not integrated to give children 
opportunities to engage the environment for literacy events in the Library/Books Area in 
Classroom B. 
Conditions Under Which Literacy Events Occurred in the Small Group Language Arts Area 
The Small Group Language Arts Area was the site where 11.7% of the literacy events 
were observed. Overall, the Small Group Language Arts Area was the third most popular 
area and accounted for 8.5% of the total attendance in an area. Participation in the Small 
Group Language Arts Area was usually teacher-choice (98.6% of the time) rather than 
child-choice (1.4% of the time). 
There were usually (80.3% of the time) five or more children in the group during 
literacy events in the Small Group Language Arts Area. The teacher was directing literacy 
events (57.7% of the time) or facilitating activity (39.4% of the time) by observing or 
participating in the Small Group Language Arts Area. The children were usually on-task 
(94.4% of the time), handling single-use materials (49.3% of the time), or watching the 
teacher use materials (39.4% of the time). Children were not speaking (49.3% of the time) 
or were engaged in task talk (15.5% of the time). Many (45.1%) of the literacy events m 
the Small Group Language Arts Area were coded as "Other." The Fieldnotes for Literay 
Events identified these other activities as follows: playing Alphabet Bmgo, reading labels 
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on color cards, making nests as a reinforcement for the letter "n,” making the letter ”oM 
from a paper plate and gluing oats to it, matching picture cards to the corresponding initial 
letter, and dictating the last word of a sentence. For the most part, these activities were 
decontextualized literacy events in which isolated words or letters were the focus of the 
task. Drawing or coloring (19.7%), completing a worksheet (15.5%), writing (11.3%) 
and listening to a story (5.6%) were also observed. 
The literacy events in the Small Group Language Arts Area were teacher-choice, 
didactic activities, which usually involved decontextualized print. The worksheets often 
involved tracing letters and never required an original response. The writing that was 
observed in this area usually involved putting one’s name on the paper. When children had 
the opportunity to listen to a story in the Small Group Language Arts Area, it was in the 
context of cutting and pasting four pictures in order according to the sequence of the story. 
Although the children had more access to materials in the Small Group Language Arts 
Area, the literacy events observed there usually involved imitating a model. 
Classrooms A, B, and C were most similar in the percentage of literacy events 
observed (12.6%, 16.1% and 14.7% respectively). Classroom D presented a different 
profile. There were far fewer literacy events observed in the Small Group Language Arts 
Area than in any other kindergarten in Classroom D (4.1%). The low incidence of Small 
Group Language Arts Area activities may have been due, in part, to the absence of a 
teacher's aide in Classroom D. Because the enrollment was low in Classroom D (1 teacher 
for 11 children), there was no extra teacher to work with children in small groups. 
Although this explanation is plausible, a more likely reason may be the high incidence of 
literacy events observed in the Writing Center. In Classroom D, the Writing Center was the 
site for 18.6% of the literacy events. Less time may have been spent in the Small Group 
Language Arts Area in Classroom D due to the amount of time spent in the Writing Center. 
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CsnfrtiQns Under Which Literacy Events Occurred in the Writing 
Literacy events in the Writing Area accounted for 6.6% of the literacy events in the 
kindergartens we studied. There was no Writing Center in Classroom B. No literacy events 
were observed in the Writing Center in Classroom C. Only 6.4% of the literacy events in 
Classroom A occurred in the Writing Center. In Classroom D 18.6% of the literacy events 
were observed in the Writing Center. The conditions under which literacy events occurred 
in the Writing Center describe, for the most part, what was going on in the Writing Center 
in Classroom D. 
Participation in the Writing Center during literacy events was almost as likely to be 
child-choice ( 52.5% of the time) as teacher-choice (47.5% of the time). Group size in the 
Writing Center was diversified. Children participated in groups of 5 or more (35% of the 
time), were alone (22.5% of the time), worked in pairs (20% of the time), and worked in 
small groups of three to five children (12.5% of the time). Only four observations were 
coded as literacy events in the Writing Center which involved the whole class, and the 
Fieldnotes for Literacy Events indicated that these occurred when all the materials from the 
Writing Center were brought to the center table (see Map D in Appendix B) so children 
could copy a sentence about the day's weather and draw an illustration. 
The teacher was just as likely to be directing (35% of the time) as to be absent from 
(35% of the time) the Writing Center. The teacher was participating (27.5% of the time) 
and observing (2.5% of the time) in the Writing Center. The children were always on-task 
(100% of the time), handling single-use materials (62.5% of the time), or combining 
materials (30% of the time). Children were engaged in task talk (40% of the time), were 
not speaking (35% of the time), and used recitation talk (12.5% of the time). The 
Fieldnotes for Literacy Events described children drawing pictures and adding print, 
authoring stories, writing their names, copying sentences from a model, dictating 
sentences, and making labels. All literacy events in the writing center involved using print 
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in meaningful contexts. Children always used materials themselves and were consistently 
on task. The quality of the literacy events which occurred in the Writing Area differed 
considerably from the teacher-centered reading and writing activity observed in the Small 
Group Language Arts Area. The profile of the Writing Center in Classroom D as a behavior 
setting which fosters literacy events in kindergartens is in keeping with the findings of 
earlier research (Hippie, 1985; Hilliker, 1982; Gardner, 1980; Schickedanz and Sullivan, 
1984; and Harris, 1986). It was not consistent with Dyson’s (1983) study of a writing 
center where children s writing was usually decontextualized. However, the mere presence 
of a Writing Center does not guarantee the occurrence of literacy events. There were no 
literacy events observed in the Writing Center in Classroom C during the four weeks of our 
study. Children did not choose to go into that area to engage the environment for literacy 
events. The nonparticipation in the Writing Center in Classroom C may be explained, in 
part, by factors in the environment. The Writing Center was small, materials were limited, 
and the space was not well-defined (see Classroom Map D in Appendix D). Although there 
were materials for writing in each classroom, only in Classroom D were the time, space, 
presentation of materials, and teacher-child interactions integrated to give children 
opportunities to engage the environment for writing events. The teacher's publishing of 
child-authored texts, modelling of writing, taking children's dication, and willingness to 
accept children's invented spelling may have contributed to the significance that writing 
took on in Classroom D. 
Conditions Tinder Which Literacy Events Occurred in the Art Area 
The Art Area was the fifth most popular area in our study. Overall, 7.4% of the 
observations were made in the Art Area. In other studies conducted in nursery schools 
during free play periods, Rosenthal (1973) and Shure (1963) found that the Art Area was 
one of the most popular areas based on population density. Since our study included all 
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areas of the classroom and all aspects of the program day including free play, it is not 
surprising that only 7.4% of the observations were made in the Art Area. 
Although literacy events in the Art Area accounted for only 7.8% of the literacy events 
we observed, the nature of the events warrants attention. During literacy events in the Art 
Area, children were more likely to be there without pressure from an adult ( 80.9 % of the 
observations were coded 'Child Choice") than because of adult expectations (19.1% of 
the literacy events were coded "Teacher Choice"). During literacy events in the Art Area, 
children were observed working alone (44.7% of the time), with small groups of 2 to 5 
children (34.1% of the time), or with the whole class (17.0% of the time). Children wrote 
their names, labelled pictures, made collages with pictures and print, dictated stories related 
to their pictures, practiced making letters and shapes, and wrote or drew on the chalkboard. 
During literacy events the teacher was more likely to be absent from the Art Area 
(48.9% of the time) than to be participating ( 23.4% of the time), observing ( 25.5% of the 
time), or directing (2.1% of the time). 
Gump (1977) found that children had the lowest off-task behavior with construction 
tasks (p. 105), which he attributed to the "continuous signal emissions" inherent in the 
materials. Our study confirmed his findings. The children were always on-task (100% of 
the time), handling multi-use materials (80.9% of the time), or handling single-use 
materials (19.1 % of the time). There were no occasions during which children watched 
others handle materials during literacy events in the Art Area. In addition, during literacy 
events children usually were not speaking (72.3% of the time) or were engaged in task talk 
(17% of the time). 
The Fieldnotes for Literacy Events revealed that the Art Area was the site where 
children were most likely to experiment with letters and print. In all four classrooms 
children consistently autographed their creations. We observed one child in Classroom B 
who stood at an easel for three minutes before beginning to paint. Another child informed 
us that she did not know how to write her name and could not begin painting until her name 
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was on the paper. She did not seek teacher assistance or look for her name card. During 
this isolated incident one of the researchers intervened by helping her write her name on the 
paper. She proceeded to paint a large "B," an "O," and a star. After decorating the page 
with multi-colored circles she sat down at a table and made a similar picture with crayons, 
but reversed all the figures. The episode was reminiscent of the constructivist perspective 
proposed by Vygotsky (1978) and observed by Ferreiro and Teberosky (1982), Goodman 
(1985), and Devries and Kohlberg (1987/1990) who focused on children's resolution of 
cognitive conflicts in learning to read and write by assimilating and accommodating new 
schema through experimentation. The conditions under which literacy events were 
observed in the Art Area included the child's choice of the activity, the handling of 
materials, little to no direction of the activities by the teachers, and the opportunity to work 
alone during literacy events. 
Conditions Under Which Literacy Events Occurred in Other Areas of the Classroom 
Isolated literacy events were observed in the Dramatic Play, Snack, Music, and the 
Thematic Studies areas. The potential for literacy events in these areas was not maximized 
in the classrooms we studied. Descriptions of two incidents recorded on the Fieldnotes for 
Literacy Events forms in the Dramatic Play Area may be indicative of the types of literacy 
events that would occur if children had more opportunities to make choices, if areas were 
provisioned with materials for reading and writing, and if teachers spent less time directing 
children's activities in kindergarten classrooms. 
The first incident involved three children "playing house" in the Dramatic Play Area in 
Classroom B. Three children were "cooking" plastic eggs and "eating" plastic vegetables 
when the observed child selected a glass, took an empty plastic Dynamo container from the 
wooden refrigerator, and began to "pour" announcing, "I’m having champagne." Another 
child corrected him saying, "That's Dynamill, not champagne! 
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The second incident involved three children "watching TV" in the Dramatic Play Area in 
Classroom D. The observed child had made a "TV" from a paper bag he had retrieved from 
the Art Area. He drew a picture inside a square, drew squares and triangles above, and 
wrote the labels "ON" and "OFF" below the "controls." All three children proceeded to sit 
down in front of the paper bag "TV" and engaged in a fantasy play eposide. 
These incidents illustrate active engagement with the environment during literacy 
events. This researcher suggests that similar episodes would be observed in other 
kindergartens if children have opportunities to make choices, if areas are provisioned with 
materials for reading and writing, and if teachers spend less time directing children's 
activities in kindergarten classrooms. 
Interactions among Aspects of the Behavior Setting and the Occurrence of Literacy 
Events 
Literacy events accounted for for one-third of the activities in the kindergartens studied. 
However, there was variation among classrooms in the frequency and types of literacy 
events observed. There were qualitative differences in the interaction of environmental 
factors across classrooms. In some classrooms children had better opportunites to engage 
the environment during literacy events than in other classrooms. 
Of all the four classrooms in our study, Classroom B offered children the fewest 
opportunities to engage the environment during literacy events. The relative frequency of 
literacy events was lowest in Classroom B. The physical space did not include a Writing 
Center; and the Library/Books Area was small, cramped, and used only during Free Play 
periods. The level of displayed literacy stimuli was lowest in Classroom B. The 
presentation of materials was characterized by the teacher's holding small books or using 
recordings of stories, which meant the print was inaccessible to most of the children and 
they were prevented from asking questions while the story was being read. The teacher 
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was either controlling the activity of the children or absent during literacy events. Children 
had fewer opportunities to choose activities themselves in Classroom B where Free Play 
time was often shortened to accommodate full class and structured small group activities. It 
appears that the interaction among design of physical space, amount and presentation of 
materials, and teacher-child interactions were not well-integrated to provide children with 
opportunities to engage the environment in literacy events in Classroom B. 
Classrooms A and C presented profiles similar to the overall sample. Most literacy 
events occurred in the Circle or Library/Books areas; the teachers or other children were 
usually handling materials during literacy events; and the activities were usually 
teacher-directed. In these classrooms children had many opportunities to listen to stories 
from Big Books, answer teachers questions, make predictions, and engage in emergent 
choral reading of books or charts. Children had more opportunities to choose from an 
array of options during free choice time in Classrooms A and C than they did in Classroom 
B. Although small groups of children were likely to be directed to an area, the activities 
presented to small groups of children were usually related to stories that had been read (in 
Classroom A) or letters that had been introduced (in Classroom C). During the small group 
activities children had opportunities to handle materials, copy from a model, give dictation, 
and complete worksheets. Literacy events were observed in more areas of these 
classrooms. Design of physical space, amount and presentation of materials, and 
teacher-child interactions were integrated to provide children with opportunities to engage 
the environment during literacy events. However, the children in these classrooms were 
directed to these activities by teachers and had few opportunities to choose from an array of 
options themselves. 
Tn Classroom D the interaction among design of physical spacg, amount and 
presentation of materials, and teacher-child interaction? w^$ best integrflte4 to provide 
children with opportunities to engage the environment during literacy gvgntjj. Many of the 
literacy events derived from the children, rather than from the teacher. Literacy events were 
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distributed more evenly across a number of areas. More literacy events occurred in the 
Library/Books Area than in the Circle Area. There was a relatively high incidence of 
literacy events in the Writing Center. Children were usually handling materials themselves 
during literacy events. The teacher was almost as likely to be absent as to be directing or 
facilitating literacy events. Classroom D may have been the richest, most dynamic 
classroom because children had the opportunity to engage in interactive literacy events 
which they selected from an array of options. 
Implications 
On the basis of these descriptions of kindergarten behavior settings which provide 
opportunities for children to become engaged in literacy events, it is possible to make some 
suggestions for "creating literate environments" (Goodman and Goodman, 1979, p. 151). 
In this study, the standing patterns of behavior defined as literacy events were found to 
vary across classrooms and across areas of classrooms on the basis of the interactions of 
design of physical space, presentation of materials, and teacher-child interactions. The 
findings are consistent with those of other researchers. Schickedanz and Sullivan (1984) 
concluded that it was the setting, not the pedagogy, which influenced children’s literacy 
behaviors in home and at school. Pinnell (1989) suggested that teachers should 
"consciously create settings that demand the use of both reading and writing" (p. 258). In 
her review of the research on emerging literacy, Taylor calls upon teachers to engineer the 
environment to promote the development of understanding" (p. 176). Allen and others 
(1989) found a wide variety of differences in physical settings, types and presentations of 
materials, and teacher-child interaction patterns in kindergartens where children were 
engaged in literacy events. This investigation looked more closely at these differences and 
made it possible to describe these differences qualitatively. 
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The first implication that can be derived from this study relates to the quality of literacy 
events under different conditions in the environment. Ferreiro and Teberosky (1982) 
pointed out that "knowledge is constructed through interaction between the knowing 
subject and the object to be known" (p. 24). The design of physical space was found to be 
related to the types of literacy events observed in and across classrooms. Some areas of the 
classroom provided children with better opportunities to engage the environment for 
literacy events. The presentation of materials was found to be related to the types of literacy 
events observed in and across classrooms. If children are to have opportunities to engage 
the environment for literacy events, they need opportunities to handle Big Books, charts, 
and other literacy materials themselves. The types of teacher-child interactions were found 
to be related to the types of literacy events observed. Most literacy events were 
teacher-directed activities in three of the four classrooms studied; however, children had 
better opportunities to be engaged with the environment when teachers were absent, 
observing, or participating in literacy events than when teachers were directing. 
During literacy events, the opportunities for interaction between the child and the 
environment were more obvious in Classroom D than in any of the other classrooms. This 
study confirmed Wells' concern that, in some classrooms, children "are deprived of 
opportunities to actively construct their own knowledge and, in many cases, actually 
discouraged from employing those strategies for making sense that they employ to good 
effect at home and in other settings outside the classroom" (1987a, p. 19). In Classroom B, 
children had few opportunities to engage the environment during literacy events. As was 
observed by Taylor and others (1986), "many classrooms have the trappings of a literate 
environment, such as well-stocked reading and writing centers, but the classroom day is so 
tightly organized and controlled by the teacher that children have little access to these 
materials" (p. 183). The data collected in Classroom C's Writing and Science Areas,which 
were provisioned with materials for reading and writing but were seldom used, supported 
this observation. 
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The second implication drawn from describing aspects of behavior settings related to 
literacy events supports the suggestion of other researchers to incorporate literacy activity 
into a variety of segments of the classroom. Harris (1986) wrote: "As much as possible 
teachers should look for ways to integrate literacy activities into other curriculum areas" 
(p. 29). Likewise, the Goodmans suggested that reading and writing activities "must be 
integrated with science, social studies, math, arts, and other concerns of the classroom" 
(1979, p. 151). Taylor and others (1986) implied that teachers must structure situations for 
interaction, with a wide variety of literacy events, into their classrooms so that children can 
integrate literacy aspects into their whole day (p. 183). It is proposed that one way 
kindergarten teachers can begin to integrate literacy activities into other areas of the 
curriculum is by examining the interaction of environmental factors in their classrooms. In 
some studies changes in design of space and presentation of materials increased the 
frequency and broadened the range of certain behaviors (Shure, 1963; Rosenthal, 1973; 
Weinstein, 1977; Phyfe-Perkins, 1980; Sutfin, 1980; Kritchevsky and Prescott, 1969). 
Future research may take into account these aspects of the behavior settings in order to 
design classrooms which create opportunities for children to engage the environment for 
literacy events. 
One way that literacy activities can be integrated into areas of the classroom is by 
creating centers that seem to operate according to the standing patterns of behavior 
described as literacy events. In this study, children were found to have opportunities to 
engage the environment for literacy events more actively in the Writing Center, the Art 
Area, and the Library/Books Area, than in any other areas of the classroom. However, the 
mere presence of a center, without attention to other aspects of the behavior setting, does 
not ensure the occurrence of literacy events in that area. Writing Centers were present in 
Classrooms C and D. The Writing Center in Classroom D was well-attended, however, 
children were not observed using the Writing Center in Classroom C. There were 
differences in the design of physical space and the time for choosing activities which related 
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to the use of these areas. All four classrooms had Library/Books Areas, however, the 
children in Classroom B did not enjoy the same opportunities to engage the environment 
for literacy events in the Library/Books area as did the children in the other classrooms. 
The area was small and cramped, books could not be taken out of the area, and when the 
teacher read aloud to the children she selected books with small pictures and print or had 
the children listen to recordings of stories. On the basis of the observations collected in the 
four classrooms, it seems that Library/Books areas should be large and inviting spaces 
where children enjoy books alone, with other children, and with teachers. The design of 
physical space, the presentation of materials, and the teacher-child interactions must all be 
taken into consideration. 
A second way that literacy activities can be integrated into areas of the classroom is by 
provisioning the environment with materials that can be used for reading and writing. Other 
studies have found that young children engage in literacy events in Dramatic Play areas of 
preschool classrooms (Harris, 1986; and Roskos, 1988). Few literacy events occurred in 
the Dramatic Play areas we observed. The Dramatic Play areas in the four kindergartens 
observed were uncluttered and had little to no displayed literacy stimuli. Pencils and paper 
were not available in Dramatic Play areas. The research on early readers and "literate 
homes" (Chapter Two) has shown that when reading and writing materials are available, 
children make use of them. It would seem that Dramatic Play areas could be better designed 
to give children opportunities to actively engage in transactions with the environment in 
literacy activities by provisioning the Dramatic Play area with materials for reading and 
writing. 
A third way that literacy activities can be integrated into areas of the classroom is by 
provisioning the environment with materials that reflect the community (Loughlin and 
Suina (1983). Although 36.7% of the children in the sample spoke Spanish at home, there 
were no books or print segments written in Spanish (with the exception of a single calendar 
in Classroom C which was not displayed at the children's eye level when the surveys of 
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displayed literacy stimuli were conducted), or reflecting home culture in any of the four 
classrooms. Although the amount of displayed literacy stimuli was not a sufficient measure 
for predicting literacy events in this study, the presence of displayed literacy stimuli related 
to the culture and language of the children in the classrooms would be useful to examine in 
future research endeavors. 
The third implication that can be drawn from the research relates to the types of literacy 
events that were observed across classrooms. The National Association for the Education 
of Young Children (Bredekamp, 1987) has suggested that developmental^ appropriate 
practice for literacy in kindergartens should include opportunities for children to experiment 
with writing by drawing, copying, and inventing their own spelling. Less than one-fifth of 
the literacy events coded in this study were related to writing; and most occurred in 
Classroom D. Across classrooms the majority of literacy events identified as "Writing" 
were name-writing events. Teale and Martinez (1989) have suggested that children’s 
writing should be connected with as wide a range of activities as possible (p. 183). Harste, 
Woodward, and Burke (1986a) contend that in classrooms where authorship is 
experienced, demonstrated, and valued, children will use reading and writing because they 
are useful. The children who had the most opportunities to explore written language in 
meaningful contexts participated in a classroom where authoring was integral to the 
curriculum. Those children attended Classroom D where the teacher was more likely to be 
absent or facilitating (i.e., observing or participating) during literacy events, where the 
materials were presented for use by the children, and where areas were well-defined and 
spacious. The use of time, space, and materials was flexible. The teacher was observed 
adjusting activities that had been planned to meet the children’s requests. Children had 
more opportunities to engage in interactive literacy events in Classroom D than in any other 
classroom. 
The fourth implication that can be derived from these data relates to the wide range of 
reading and writing activities that were observed in and across kindergartens. Schickedanz 
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indicated the need for further study of children’s reading and writing behaviors prior to 
mastery: 
What does reading look like before we recognize it as 'real' reading? We 
know what behaviors are typical of young children on tasks of conservation 
and classification, for example, and we know how these behaviors change 
qualitatively over time. But we do not have comparable descriptions of 
behavior for early reading. (1978, p.54) 
In this study, a taxonomy of reading and writing activities has been generated which may 
be useful for teachers who are interested in looking at reading and writing prior to mastery. 
The taxonomy accounted for 81.9% of the literacy events observed. The inclusion of a 
category which accounts for taking dictation from children has been suggested on the basis 
of the data collected. Although the taxonomy does not account for how reading and writing 
change qualitatively over time, it does account for "what goes on" in kindergartens. The 
taxonomy has been shown to be useful for examining relationships between literacy events 
and aspects of the behavior setting. It may prove useful in other studies which examine 
behavior-environment relationships. 
Important questions have been raised about the implications for classroom design, 
presentation of materials, and teacher-child interactions during literacy events. Significant 
relationships have been found among aspects of the behavior setting and literacy events. 
The methodology used in this descriptive study and the results obtained when data were 
analyzed have made it possible to identify a diversity of literacy events and the 
characteristics of the behavior settings where they occurred. 
Variation in aspects of kindergarten behavior settings has been found to be related to the 
literacy events that were observed there; however, this study has not attempted to measure 
whether variation makes a difference in children's acquisition of literacy. Some authors 
have combined an interest in the physical environment with an interest in the acquisition of 
literacy (Loughlin and Suina, 1982; Loughlin and Martin, 1987; Strickland and Morrow, 
1990). They have suggested that the environment is an extension of the teacher, and, as 
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such, exerts a profound influence on the literacy behavior of children. There is a need to 
explore what variation makes a difference in children's acquisition of literacy. 
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ACTIVITY / AREA DESCRIPTION 
Coding the Behavior 
For each observation the mle of thg teacher was designated as follows: 1 when the 
teacher is absent from the setting in which the child's behavior is observed; 2 when the 
teacher is present in the area but is only observing the activity of the child; 3 when the 
teacher is participating in the activity with the child but is not directing, nor controlling, the 
events, rather he/she is engaged in the same activity as the child; and 4 when the teacher is 
directing the activity of the child or group of children. The teacher is in charge of the 
events. 
The category group size is for numbers of children with the child under observation 
and the make-up of such a group. The group size was designated as follows: 1 when the 
child is alone; 2 when the child is with one other child; 3 when the child is with two to four 
additional children; 4 when there are more than five children in the group but less than the 
whole class; and 5 when it is a whole class activity, when all of the children are expected to 
be included. 
Teacher-Choice of activity was coded for those activities to which children were 
directed by the staff. The existence of the expectation that children should join an activity 
was sufficient for designating the activity Teacher Choice. This information will be found 
on the Activity/Area Description Sheet. Child-Choice of activity was coded for those 
activities which were freely chosen by the children. Usually children may choose from an 
array of options. In cases where a clear distinction between Teacher-choice and 
Child-choice was not possible, use was made for the most common form. 
For each 30-second observation period the child’s behaviors will be coded in the 
categories of task involvement, cooperation, verbal behavior, materials use, and literacy 
events. 
T^V involvement, whether or not the child is engaged in an activity or task was coded 
as follows: 1 On task (when the child is on task for at least 16 seconds of every segment); 
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1.1 On task-continuous (when the child is observed on-task during the first 30- second 
segment of any senes and remains at the same task during the next 30- second segment); 
1.11 On task-shift (when the child remains on task but shifts to a new task or activity 
during the next 30- second segment of any series); 1.11 lOn task-observes (when the child 
watches and perhaps comments on the activity of another child or adult but in no way 
attempts to enter the activity in a direct way); 2 Off-task (when the child is inattentive, 
uninvolved, or wandering for at least 16 seconds of every segment); 2.1 Off-task-waits 
(when the child waits while activities, materials, etc. are being prepared or the activity 
started); and 3 Transition (when the child is between activities for at least 16 seconds of 
every segment). 
Materials use was coded when the child or teacher was using materials and/or 
equipment. The types of materials use were designated as follows: 1 Single use materials 
(when the child is using a material in a prescribed manner, or a materials for which the 
outcome is predetermined); 2 Multi use materials (when the child is using a material which 
requires exploratory, constructive behavior in which the outcome of the activity is not 
inherent in the material; 3 Combines (when the child combines materials); 4 Teacher/Other 
Child Use (when the teacher is holding materials); 5 No materials use (when the child is 
not using any materials); and 6 Off-task manipulation (when the child is off-task but is 
fumbling with a material). The instrument calls for a single entry in this category and 
coding reflected the predominant behavior during the 30 second segment. 
Verbal behavior was coded when the child was using language or was not. The types 
of verbal behavior were designated as follows: 1 Recitation Talk (when the child responds 
to inquiries by the teacher in a teacher-directed activity; 2 Task Talk (when the speech 
between children or with an adult is related to a task or activity which is not teacher 
directed); 3 Social Speech (when the speech between children or with an adult is not related 
to a task or an activity; 4 Talks to Self (when the child talks to himself/herself while 
engaged in an activity or task); 5 Other Speech (when the talk does not fit any of the 
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definitions provided here); and 6 No Speech (when the child did not utter a wotd during 
the 30 second segment). The instrument allowed for multiple coding of verbal behavior. 
Cooperation was designated as follows: 1 Works Independently (when the child is 
engaged in a task alone); 2 Associative Activity (when the child is engaged in an activity 
with another child, group of children, or adult where the responsibility for directing the 
activity has been invested in one person); 3 Cooperative Activity (when the child is engaged 
in an activity with another child, group of children, or adult where there is shared 
responsibility for what occurs); 4 Teacher-Directed Activity (when a teacher is 
leading/directing the activity in which the child is engaged); and 5 No Evidence (when 
there is no evidence of the presence or absence of cooperation because the child is off-task. 
The instrument allowed for multiple coding of cooperative behavior. 
The Literacy Event, the criterion variable of interest in this study, was coded when 
"the child interacts with objects as if he/she is reading or writing" (Anderson, Teale and 
Estrada, 1980, p. 59), or when he/she is listening to a story. The Literacy Event categories 
were designated as follows: 1 Browsing (when the child is rapidly flipping through all or 
part of a book); 2 Studying Books/Charts (when the child silently studies print in a book or 
on a chart); 3 Emergent Reading of Books/Charts (when the child engages in independent 
or choral reading of a book); 4 Completes a Worksheet (when the child is observed using a 
worksheet or workbook page); 5 Drawing or Coloring (when the child is observed drawing 
or coloring); 6 Writing or Pretending to Write (when the child is observed writing or 
pretending to write); 7 Listening to a Story (when the child is listening to a story being read 
by a teacher, another child, or on a record); 8 Other (when the child interacts with objects 
as if he/she is reading or writing and/or is in the presence of print and the behavior cannot 
be coded in one of the aforementioned categories). 
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APPENDIX B 
CLASSROOM MAPS 
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APPENDIX C 
ACTIVITY/AREA DESCRIPTION FORMS 
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ACTIVITY / AREA DESCRIPTION 
Classroom A Area 03 
Activity/area: Dramatic Play Area 
Location: 
Upper-right hand comer of diagram. 
Comer of room, left rear. 
No. of children at one time: 
3 children 
Adult role(s): 
Prepare environment, support play 
Child role(s): 
Independent, parallel, associative and 
cooperative play 
Use one's imagination 
Role-playing 
Conversing with others 
Materials available:Empty food boxes. 
Area is well-equipped with items for 
"housekeeping" play including child¬ 
sized dishes, pans, pretend food, plastic 
fruits and vegetables. Newspaper 
inserts of shopping advertisements are 
stacked in pile. Furniture is labeled. 
Equipment: 
Child-sized table with 3 chairs, baby 
carriage, cradle, play sink, cupboard, 
and refrigerator. 
Equipment/material display: All materials 
accessible to children. 
Displayed Literacy Stimuli Categories: 
4 Sign-on chart 
9 Print related to objects: empty boxes and 
cans 
10 Books related to objects: Telephone 
book next to toy telephone 
Purpose (or child development 
goals): 
Thinking and reasoning skills 
Imitation: cooking, ironing, etc. 
Role-playing life-like situations 
Cooperation with others 
Literacy re-enactments (e.g. reading 
the newspapaper, using the telephone 
book) 
Kindness and consideration for others 
and appreciation of other viewpoints 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Task involvement 
Literacy Events (area is well-stocked 
with items covered with print such as 
empty food boxes and cans, newspaper 
inserts advertising foods, telephone 
book) 
Time of activity/area: 
10:00-11:00 Free Choice Time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Left side of diagram. 
Left side of room. 
Adjacent to Art (07) and Clay (16) Areas 
No. of children at one time: 
Up to 10 children, usually in two groups 
Adult role(s): 
Facilitating and observing 
Child role(s): 
Manipulate materials 
Ask questions 
Take turns in games 
Practice skills 
Materials available: 
Small toys, clothespins, games for 
matching shapes, puzzles, beads for 
making patterns, magnetic alphabet 
letters, lacing cards, letter cards matching! 
games, shelves labelled with cards 
describing games:Kitty Kat Bingo, etc. 
Equipment: 
Two large tables (each consisting of 
two smaller tables that are pushed 
together), 8 chairs around each large 
table, shelves for materials, bulletin 
board on wall next to tables. 
Equipment/material display: Accessible to 
children and clearly organized with labels. 
Displayed Literacy Stimuli Categories: 
4 Sign on charts or sheets 
9 Print on bulletin board: "Do you keep 
your teeth clean... visit your dentist... 
eat good food?" 
14 "Things to do alone and with a friend" 
16 Functional labels on shelves 
Time of activity/area: 
10:00-11:00 Free Choice time 
Purpose (or child development 
goals): 
Develop a sense of achievement 
Learn to solve problems 
Has opportunity for choices 
May enjoy conversation 
Develop fine motor control 
Learn to manipulate materials 
Form mathematical concepts 
Become familiar with letters and sounds 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Verbalization 
Some literacy events may occur here 
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ACTIVITY / AREA DESCRIPTION 
Location: 
On diagram, lower-left comer. 
Front of room in comer near coat 
closet. Adjacent to Books Area (06) 
No. of children at one time: 
4 children 
Adult role(s): 
Observation and facilitation 
Child role(s): 
Make choices 
Create three-dimensional constructions 
Get along with others 
Talk about activity 
Negotiate for use of floor space 
Purpose (or child development 
goals): 
Children have opportunities for using 
large and small muscles 
Selection of sizes and shapes 
Learning to use own ideas 
May enjoy conversation 
Learning to put materials away 
Materials available: 
Plastic blocks, Legos, plastic and 
rubber animals, cars, planes, trucks, 
buses, stuffed animals and dolls. 
Poster of a kite on wall. Labels on 
containers for blocks, Legos, cars, 
airplanes. Other label "spring flowers." 
Equipment: 
Rug on floor 
Shelves surround sides of area 
Small round table with photographs of 
children in the class, 2 very small chairs. 
Equipment/material display: 
All materials are easily within reach of 
children on low shelves. 
Displayed Literacy Stimuli Categories: 
9 Print related to nearby objects: 
Kites and poster with message 
"Find a bird kite. 
Find a kite that looks like a fish." 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Materials use (especially combining materials) 
Task involvement 
Time of activity/area: 
10:00-11:00 Free Choice time 
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ACTIVITY / AREA DESCRIPTION 
Classroom A 
Activity/area:Library Area 
Location: 
Center of classroom, at front. 
Left upon entering from door. 
Shares space with Circle Area (08) 
No. of children at one time: 
Unlimited 
Adult role(s): 
Direct, facilitate, support 
Child role(s): 
Independent reading of familiar books 
Looking at pictures 
Browsing through books 
Big Books (child who has the baton 
directs reading with peers) 
Materials available: 
Large, handwritten charts with poems, 
today's weather, today's leader, March 
weather chart (shows cumulative for 
month to date), Big Books, Library 
books include concept books, child- 
authored texts, story books. Markers. 
Equipment: 
Pocket chart for sentence strips 
Pillows 
Record player 
Easel for Big Books 
Rug on floor 
iquipment/material display: 
Materials on board are available for 
child use during free choice period. 
Displayed Literacy Stimuli Categories: 
5 Different kinds of books 
7 Recording materials (Markers) 
8 Different references (March weather) 
9 Print near objects (labels) 
10 Books related to nearby objects 
Time of activity /area: 
10:00-11:00 Free Choice time 
11:00-11:30 Story time 
Area 06 
Purpose (or child development 
goals): 
Become familiar with handling books 
Enjoy looking at pictures and recreating stories 
that have been introduced 
Attending to print in books 
Beginning to feel like readers 
Increased self-esteem when performing for 
others 
(e.g. when child directs reading using Big Book 
and baton) 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events 
Task involvement 
Cooperation 
Verbalization 
Materials use 
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ACTIVITY / AREA DESCRIPTION 
Classroom A 
Activity/area: Art Area 
Location: 
Upon entry into room, directly in 
front. Right side of diagram . Adjacent 
to Dramatic Play Area (03). 
No. of children at one time: 
Maximum number of children 7 
Adult role(s): 
Observe and participate 
Child role(s): 
Work 
Play 
Experiment 
Manipulate 
Explore 
Materials available: 
Crayons, rulers, scissors, paints, 
brushes, glue, paper, pencils, tracing 
forms, collage materials, paper of 
different sizes, textures and shapes, 
books displayed on blackboard ledge 
Equipment: 
Easel 
2 tables joined together 
8 chairs 
Equipment/material display: 
Displayed Literacy Stimuli Categories: 
1 "If I was a kite" stories on board 
4 Sign-on sheet and checklist 
5 Different kinds of books (March wind) 
6 All kinds of recording tools 
7 Different kinds of recording materials 
14 Machine and handwritten print 
15 Books with cover page displayed 
Time of activity /area: 
9:30-10:00 Small Groups 
10:00 - 11:00 Free Choice Time 
Area 07 
Purpose (or child development 
goals): Creativity 
Share experiences with family members by 
taking-home products 
Emotional release for frustration and tension 
Opportunities to experiment with color 
Learn responsibility by cleaning-up 
Manipulation of materials 
Appreciation of beauty 
Appreciation of completing a task 
Independence to think and create for one's 
self 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events may occur as children draw 
Task involvement 
Cooperation 
Verbal interaction 
Materials use 
Autonomy 
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ACTIVITY / AREA DESCRIPTION 
Classroom A 
Activity/area: Circle Time Area 
Area 08 
Location: 
Center of classroom, at front. 
Left upon entering from door. 
Shares space with Library Area (06) 
No. of children at one time: 
Full class 
Adult role(s): 
Direct, facilitate, support 
Child role(s): 
Weather, calendar, leader charts were 
changed by the children during full-class,| 
direct-instruction mode circle time. 
Children were expected to sing songs, 
answer questions, listen, and share 
experiences. 
Materials available: 
Large, handwritten charts with poems, 
today's weather, today's leader, March 
weather chart (shows cumulative for 
month to date), Big Books, Library 
books include concept books, child- 
authored texts, story books. Markers. 
Equipment: 
Pocket chart for sentence strips 
Rug on floor 
Teacher's chair 
Blackboard 
Bulletin Boards 
Equipment/material display: 
^.Displayed Literacy Stimuli Categories: 
1 Current child-generated messages 
4 Sign-on sheets 
9 Print related to nearby objects/pictures 
12 Presence of empty display space 
14 Presence of clearly written machine- 
print segments 
16 Presence of functional labels 
Purpose (or child development 
goals): 
Opening exercises included saluting the flag, 
changing the weather chart and recording on 
graph, singing songs,changing the calendar, 
displaying the leader for the day card, 
sharing stories or show-and-tell, 
reviewing poems on charts (choral reading), 
and introduction of new materials for centers 
Sometimes new Big Books were introduced 
Attending to print in books 
Listening to teacher 
Increased self-esteem when performing for 
others 
(e.g. when child directs reading using Big Book 
and baton) 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events 
Task involvement 
Cooperation 
Verbalization 
Materials use 
Time of activity/area: 
9:00-9:30 Circle Time 
(Sometimes 11:00-11:30 Story Time) 
* Some print was displayed above the children's eye level and was not included. 
203 
ACTIVITY / AREA DESCRIPTION 
Location: 
Center of room. 
No. of children at one time: 
2 children 
Adult role(s): 
Observing and participating 
Child role(s): 
Exploring 
Discovering 
Experimenting 
Materials available: . 
Magnets, variety of materials (both those 
which are attracted to magnets, and those 
which are not). Book about magnets. 
Purpose (or child development 
goals): 
Children will use all of their senses 
Children will develop awareness of familiar 
science concepts in their surroundings 
Children will learn to come to their own 
conclusions 
Children will understand change 
Children will develop an interest in 
experimenting 
Equipment: 
2 cnairs 
1 table 
Equipment/material display: 
All materials presented on table top for 
children's use. 
Displayed Literacy Stimuli Categories: 
15 Presence of book with cover page 
displayed 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Some Literacy Events (especially Browsing: 
children will look at book about magnets) 
Verbal Interaction 
Autonomy 
Time of activity/area: 
10:00-11:00 Free choice time. 
204 
ACTIVITY / AREA DESCRIPTION 
Location: 
On diagram, top-center. 
Back of room between Table Games 
and Science 
No. of children at one time: 
3 children 
Adult role(s): 
Observing 
Child role(s): 
Exploration 
Manipulation of materials 
Cooperation 
Verbalization 
Materials available: 
Sign-in sheet 
Makeshift divider with sign "Sand 
Table" 
Clothes basket with pails, sifters, 
scoops, brushes, and pans 
Equipment: 
Large sand table 
2 chairs 
Equipment/material display: Materials 
are stored under table and returned there 
after use. 
Displayed Literacy Stimuli Categories: 
4 Sign-in chart 
12 Presence of empty display space on 
divider 
14 Legible print (sign, "Sand Table") 
Time of activity/area: 
10:00-11:00 Free Choice time 
Purpose (or child development 
goals): 
Relaxation 
Socialization 
Language development: expressing one’s 
own needs and opinions 
Using imagination 
Developing independence 
Developing math and science concepts 
such as: 
predicting 
measuring 
comparing 
weighing 
estimating quantities and volume 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task involvement 
Verbalization 
Cooperation 
Autonomy 
205 
ACTIVITY / AREA DESCRIPTION 
on: Upper-left comer on diagram. 
Left, back area in classroom 
Shares space with Table Games during 
Free Choice Activity Time 
No. of children at one time: 
Up to 8 children 
Adult role(s): 
Directing, participating and observing 
Child role(s): 
Manipulate math materials 
Learn math concepts 
Understand relationships 
Play math games 
Recognize, identify, and name shapes 
Materials available: 
Small toys 
Clothespins 
Shapes 
Matching games 
Equipment: 
1 large table (composed of two small 
tables connected in middle) 
8 chairs 
Equipment/material display: 
All materials on low shelves within 
children's reach 
Directions card on top of shelf: "Things 
to do alone or with a friend" 
Functional labels on shelves for putting 
away toys in correct places. 
Displayed Literacy Stimuli Categories: 
6 labels; 14 directions sign 
Time of activity/area: 
9:30-10:00 Small Group time 
Purpose (or child development 
goals): 
Forms mathematical concepts 
Learning to solve problems through hands- 
on experiences 
Recognizing, discriminating, and labelling 
shapes 
Developing confidence 
Mastery of the concept of number through 
manipulation of real materials 
Following teacher directions 
Waiting for turns 
Verbalizing by answering teacher’s questions 
and creating questions 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task involvement 
Cooperation 
Verbalization 
Materials use 
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ACTIVITY / AREA DESCRIPTION 
Location: 
On diagram, left center near wall. 
Left side of room between Small Group 
Math and Blocks 
No. of children at one time: 
10-11 children 
Adult role(s): 
Direct instruction and facilitation 
Child role(s): 
Follow teacher's directions 
Ask questions 
Wait for turn when playing group game 
Completion of tasks assigned 
Purpose (or child development 
goals): 
Writing stories (using scribbling, drawing, 
copying, conventional alphabet, etc.) 
Learning that language is communication, 
whether spoken or written 
Learning about alphabet, letters, sounds, and 
shapes of letters 
Using Big Books and re-enacting stories 
that have been introduced in Circle time 
Materials available: 
Teacher materials such as Big Books, 
charts, etc. stored in box. 
Letter cards, matching games, magnetic 
alphabet letters, color wheel. 
Bulletin board next to area has enlarged 
toothbrushes and message. 
Equipment: 
1 large table (consisting of 2 tables 
pushed together) 
12 chairs 
Equipment/material display: 
Teacher materials are not accessible to 
children unless teacher presents them 
to the group. 
Displayed Literacy Stimuli Categories: 
9 Print related to nearby objects: Print 
on bulletin board "Do you keep your 
teeth clean? visit your dentist? eat good 
food?  
Time of activity/area: 
9:30-10:00 Small Group time 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy events 
Cooperation 
Task involvement 
Materials use (usually teacher introduces 
materials and children have opportunities 
to follow-up with materials) 
207 
ACTIVITY / AREA DESCRIPTION 
Location: 
Upon entry into room, directly in 
front of you. 
No. of children at one time: 
Maximum number of children 7 
Adult role(s): 
Observe and participate 
Child role(s): 
Work 
Play 
Experiment 
Manipulate 
Explore 
Materials available: 
Crayons, rulers, scissors, paints, 
brushes, glue, paper, pencils, tracing 
forms, collage materials, paper of 
different sizes, textures and shapes, 
books displayed on blackboard ledge 
Equipment: 
Easel 
2 tables joined together 
8 chairs 
iquipment/material display: 
Displayed Literacy Stimuli 
Purpose (or child development 
goals): Creativity 
Children draw pictures and the teacher writes 
child's description at the bottom of the page 
Children experiment with copying print that is 
displayed in the classroom 
Children write their names on all papers 
Invented spelling is encouraged 
Children dictate stories while the teacher writes 
Children learn letter-sound associations 
Fine motor coordination is improved 
Categories: 
1 "If I'was a kite" stories on board 
4 Sign-on sheet and checklist 
5 Different kinds of books (March wind) 
6 All kinds of recording tools 
7 Different kinds of recording materials 
14 Machine and handwritten print 
15 Books with cover page displayed 
Time of activity/area: 
9:30-10:00 Small Groups 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events may occur as children draw 
or write 
Task involvement 
Cooperation 
Verbal interaction 
Materials use 
Autonomy 
10:00-11:00 Free Choice time 
208 
ACTIVITY / AREA DESCRIPTION 
Location: I 
On diagram, top, near right comer. | 
Back of classroom near Dramatic Play jj 
and Science Areas. !| 
Purpose (or child development 
goals): 
Share experiences with family members by 
taking-home products 
Emotional release for frustration and tension 
No. of children at one time: 
2 children j 
Adult role(s): ~| 
Observing | Opportunities to experiment with clay 
Child role(s): 
Manipulating 
Creating 
Squeezing 
Molding 
Learn responsibility by cleaning-up 
| Manipulation of materials 
Play-doh clay (2 containers) 
Place mats 
Small brush broom and pan 
Rolling pin 
Cookie cutters 
Equipment: 
1 table 
3 chairs 
Equipment/material display: 
All materials are accessible to children 
and are displayed on table top. 
Displayed Literacy Stimuli Categories: 
14 Presence of print: Labels on cans of 
Play-doh and label on table "Clay 
Table" 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Autonomy 
Task involvement 
Materials use (especially combines) 
Time of activity/area: 
10:00 - 11:00 Free Choice Time 
209 
ACTIVITY / AREA DESCRIPTION 
Location: 1 
Center of diagram. 
Center of room. 
| Purpose (or child development 
| goals): 
l Themes and materials change weekly to 
No. of children at one time: 
2 children (2 chairs) 
I stimulate interest in, and reinforce concepts 
1 for the weekly units. 
Prepare the environment 
Child role(s): 
Exploration and discovery 
Materials available: 
Books, real objects related to books, 
St. Patrick's Day greeting cards, 
Shamrocks, crown with green greeting 
"Happy St. Patrick's Day", concept 
books with pictures of Ireland, green 
objects, word cards (e.g. "green") 
Equipment: 
1 table 
2 chairs 
Equipment/material display: 
All materials are accessible to children. 
Visual presentation is very appealing. 
Displayed Literacy Stimuli Categories: 
5 Different kinds of books, 15 Cover 
8 Different references displayed 
9 Print related to nearby objects 
10 Books related to nearby objects 
14 Machine or handwritten print 
Reading or pretending to read 
Browsing through books 
Talking about materials will improve 
expressive vocabulary 
To motivate and encourage curiosity 
Role-playing and re-enactment of stories 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy events 
Task involvement 
Materials use 
Time of activity/area: 
10:00-11:00 Free Choice time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Left rear comer of room. Lower left on 
diagram. Adjacent to Circle Area (08) and 
Readiness Area (14)_ 
No. of children at one time: " 
4 chairs - 4 people 
Adult role(s): 
Supervision & observing 
Child role(s): 
Dramatic play 
Cooperation 
Conversation 
Materials available: 
dolls 
play food - vegetable 
doll & dress-up clothes 
disks 
broom & dust pan 
Equipment: 
cradle, high chair 
table w/ 4 chairs 
baby carriage (wagon) 
ironing board, shelves 
Equipment/material display: 
everything is within 
child’s reach 
No literary stimuli 
displayed 
Purpose (or child development 
goals): 
Verbal skills through conversation 
(we hope they will act like a family) 
Social skills 
We hope they will act like a family 
Duplicating ideal home situation 
Treating materials with care 
Leaving center in good order 
May begin to cooperate with others 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Verbal interaction 
Cooperation 
Materials Use 
Time of activity/area: 
10:30-11:15 
Free Play 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Comer of room, adjacent to Circle Area (0£ 
and Library (06). Upper left on diagram. 
No. of children at one time: 
2 chairs- 2 children 
Adult role(s): 
Observation and support 
Child role(s): 
Explore materials 
Replace materials 
Free-play/work with manipulatives 
Purpose (or child development 
goals): 
Small muscle control 
Sense of number 
Sequencing 
Shapes recognition 
Counting 
Materials available: 
Math manipulatives 
Scales 
Counting puzzles 
Blocks, Wooden numeral puzzles, 
Dominoes, Chips, Geometric shapes boxl 
Equipment: 
1 table 
2 chairs 
Equipment/material display: 
No literacy stimuli (absence of print) 
All materials within the reach of 
children. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task Involvement 
Cooperation 
Autonomy 
Verbal Interaction 
Materials Maintenance 
Consideration (of each other and of materials) 
Time of activity/area: 
10:30-11:15 Free Play 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Left of door upon entry 
No. of children at one time: 
4 (2 with blocks and 2 with doll house) 
Adult role(s): 
Supervision and observation 
Child role(s): 
Active involvement 
Building 
Dramatic Play 
Purpose (or child development 
goals): 
Cooperation and creativity 
Matching shapes when putting blocks away 
Color identification and discrimination with 
blocks 
Materials available: 
Children’s games with labels on boxes. 
Assorted wooden unit blocks. 
Doll house and furniture. 
Play tiles. 
Fire engine and trucks.. 
Equipment: 
1 table, 2 chairs 
1 rug 
2 sets of shelves 
Equipment/material display: 
Displayed Literacy Stimuli (category 9) 
Print related to nearby pictures. On low 
bulletin board, above block shelf. 
Poem written on lined chart paper and 
surrounded by children's drawings 
of pussy willows with puffed rice 
pasted on. 
All materials within reach of children. 
Time of activity/area: 
10:30-11:15 Free Play 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task involvement 
Cooperation 
Autonomy 
Print displayed: 
"I am a little pussy 
My coat is silver gray 
I live down in the meadow 
Not very far away. 
I will always be a pussy 
I’ll never be a cat. 
For I'm a pussy willow 
XT_.V ' -1- 
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ACTIVITY / AREA DESCRIPTION 
_Book Comer 
Location: 
On right, near math center. 
No. of children at one time: 
5 children- 5 chairs 
Adult role(s): 
Observing 
Child role(s): 
Reading books 
Looking at pictures 
Quiet sharing 
Purpose (or child development 
goals): 
Preparing to read; readiness 
Providing a quiet activity 
Encourage love of books 
Talking about pictures 
Materials available: 
40 childrens' picture books 
Kindergarten book of pictures 
Stuffed animals 
Equipment: 
2 shelves for books with covers 
displayed 
table 
small chairs (4) 
pillows and rug 
Equipment/material display: 
Displayed literacy stimuli 
category 5: different kinds of books and 
story books 
category 14: poster ("Fill your head with 
fun! Start reading.") 
category 15: presence of books with 
cover or page displayed. 
All easily accessible to children_ 
Time of activity/area: 
10:30-11:15 Free Play or after 
completing initial group task in 
session 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Verbal Interaction 
Use of Materials (proper use) 
(book handling, etc.) 
Task Involvement 
Literacy Events 
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ACTIVITY / AREA DESCRIPTION 
ACTIVITY / AREA DESCRIPTION 
Location: 
Back of classroom, center. 
Large area defined by rug on diagram at 
JfifL 
No. of children at one time: 
Full class 
Adult role(s): 
Directing 
Child role(s): 
Children participate; conform to 
group expectations; sing songs; and 
pay attention to the teacher. 
Materials available: 
Calendar 
Math BIG BOOK 
Math numerals on cards 
Felt board 
Equipment: 
Easel for calendar 
Record player 
Equipment/material display: 
Displayed literacy stimuli 
category 14: calendar (machine- 
produced, with days of week, 
month, and weather symbols) 
Materials presented by teacher and 
usually handled by teacher 
Time of activity/area: 
9:00-9:30 Opening meeting 
Purpose (or child development 
goals): 
Story time 
Listening activities (such as story records) 
Playing indoor games. 
Social studies /health 
Science lessons: full class 
Music (daily) 
Greetings (salute the flag) 
Calendar (opening activities) 
Reading numbers and letters 
Weekly Reader lesson on Fridays and 
Big Books (whenever) 
Listening and paying attention 
Responding to teacher instruction/direction 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Taking turns 
Verbal interaction 
Respecting others 
Teacher-directed literacy events 
Listening and paying attention 
Responding to teacher instruction/direction 
11:15-11:30 Closing exercises 
216 
ACTIVITY / AREA DESCRIPTION 
Location: ~~t 
Next to door as one enters the classroom 
Purpose (or child development 
goals): 
Sensory-motor skills 
No. of children at one time: j 
2 children | Measuring experiences 
Adult role(s): j 
Supervision and observation \ Cause and effect relationships 
(look what's happening) Child role(s): $ 
Active play jj 
Cooperative play j 
Careful handling of materials I 
(keep the sand off the floor) 
Materials available: 
Measuring tools 
Scooping objects 
Small trucks Behavior Checklist behaviors 
\ (reflecting child development 
Equipment: j goals): 
Sand table only :! Cooperation 
j Autonomy 
Equipment/material display: 
No literacy stimuli in area 
Materials accessible to child 
Time of activity/area: 
10:30-11:15 Free Play 
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ACTIVITY / AREA DESCRIPTION 
No. of children at one time: 
6 to 10 children 
Adult role(s): 
Directing and participating 
Child role(s): 
Following directions 
Using paste, scissors, crayons 
(occasionally) 
Purpose (or child development 
goals): 
Fine motor control 
Eye-hand coordination 
Self-discipline 
Materials available: 
Merrill math books 
Paste 
Scissors 
Folders 
Teacher guides 
Pocket Chart 
with children's 
name cards 
Equipment: 
Kidney-shaped table 
10 chairs 
Equipment/material display: 
Displayed literacy stimuli 
category 4: children enter classroom and 
remove name cards from pocket chart. 
Each child put his/her name card in the 
box. Children whose names are not 
removed are "absent." 
Except for chart, all materials out of reach. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task involvement 
Cooperation 
Autonomy (under direction of teacher) 
(following model) 
Verbal interaction 
Materials use 
(clean-up, paste, wipe table) 
Consideration of others 
Time of activity/area: 
9:30- 10:30 Workbook group time 
218 
ACTIVITY / AREA DESCRIPTION 
Classroom B 
Location: 
Adjacent to Block Area (05) and 
Dramatic Play Area (03) on left side of 
room. On diagram at bottom in center. 
No. of children at one time: 
8 to 12 children 
Adult role(s): 
Directing (completely) 
Child role(s): 
Listening 
Following Directions 
Thinking Skills 
Quiet 
Listening 
Responsive to questions 
Materials available: 
Chalk, eraser 
Stories to be listened to with sequencing 
Wooden letter alphabet 
Globe 
Houghton Mifflin Big Book of letter/ 
sound associations 
Equipment: 
Teacher-sized chair 
Piano 
Musical instruments 
Record player 
Equipment/material display: 
Displayed literacy stimuli 
6: children use chalk on board 
during free play (children can write, 
draw, anything they want). 
15: Houghton Mifflin Big Book 
(letter/sound associations) 
Alphabet and numbers displayed high 
above on wall (too high for child to see) 
Time of activity/area: 
9:30-10:30 Small Group time 
Purpose (or child development 
goals): 
Reading Readiness 
Academic skills 
letter recognition 
drawing conclusions 
sequence of happenings in stories 
Direct instruction in reading 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Verbal interaction 
Turn-taking (raising hands, not speaking out) 
Teacher-directed literacy events 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Table next to Library Area (06). Purpose (or child development goals): 
No. of children at one time: 
2 children (2 chairs) 
Adult role(s): 
Prepare the environment 
Child role(s): 
Exploration and discovery 
Reading or pretending to read 
Browsing through books 
To motivate and encourage curiosity 
Playing with displayed objects related to theme 
Materials available: 
4 Golden Books about Easter, wax 
duck figures, bunny stuffed animals, 
and an Easter basket. 
Equipment: 
1 table 
2 chairs 
Equipment/material display: 
All materials are accessible to children. 
Displayed Literacy Stimuli: 
10 Books related to nearby materials, 
objects, or pictures 
15 Presence of books with cover or 
page displayed 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy events 
Task involvement 
Materials use 
Time of activity/area: 
10: 30-11:15 Free Choice time 
221 
ACTIVITY / AREA DESCRIPTION 
Location: 
Next to Circle Area. 
Separated by small partition and metal 
closet._ 
No. of children at one time: 
5 children (3 chairs) 
Adult role(s): 
Facilitator 
Child role(s): 
Creativity 
Imagination 
Enjoyment 
Verbalization 
Role-playing 
Purpose (or child development 
goals): 
Creativity and imagination. 
Developing language skills. 
Developing large and small motor 
coordination. 
Classification of like objects. 
Grouping objects by function. 
Source of enjoyment and learning 
from others. 
Developing friendships. 
A means of learning to control 
or channel one's feelings. 
Materials available: 
Props for house: plastic iron, 14 dolls, 
cups, dishes, silverware, baby bottle 
ironing board cover, baby blanket, 
plastic foods, cooking pans, kettles, 
shoes, pocketbooks. Game: See and 
Say. Puppets. Doll-sized stove. 
Equipment: Toy telephor 
Child-sized ironing t 
)ne. 
board, stove, 
refrigerator, sink, cupboards, full 
length mirror, 2 cribs, table with 
tablecloth, 4 chairs and rocking chair. 
Doll-sized babybasket, highchair. 
iquipment/material display: 
Displayed literacy stimuli: category 14, 
machine-written print segment on 
magnetic calendar with days of week, 
abbreviations for months and numbers. 
Picture of Tweety Bird. Blank height 
chart. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Verbalization 
Autonomy 
Materials Use 
Task Involvement 
Time of activity/area: 
10:30-11:15 Free Choice Time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Back of classroom near back door. 
Also used as Small Group Language 
Arts during group time. 
No. of children at one time: 
Usually 4 to 6 (12 chairs) 
Adult role(s): 
Facilitator 
Child role(s): 
Cooperative learning 
Negotiation 
Sharing materials 
Purpose (or child development 
goals): 
Complete tasks 
Share materials 
Verbalize needs 
Develop eye-hand coordination through 
manipulation of materials 
Materials available: 
Crayons, scissors, markers, paper, 
flashcards, counters, stickers, Big Book,| 
bulletin board with pictures representing 
colors, color words below, tree with 
four food groups and large, teacher- 
made letters "We Like to Eat Good Food'l 
Equipment: 
2 tables 
12 chairs 
book stand 
shelves 
bulletin board 
Equipment/material display: 
Most materials available only when 
distributed by teacher. 
Displayed Literacy Stimuli Categories: 
6 Different kinds of recording tools 
9 Print related to nearby pictures 
(bulletin board described above) 
14 Presence of clearly legible displayed 
or handwritten segments 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task involvement 
Cooperation 
Literacy Events (child choice) 
Materials use 
Cooperation 
Verbal interaction with peers 
Time of activity/area: 
9:55-10:25 Free Choice time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Middle of room. Separated from 
circle area by small partition. 
No. of children at one time: 
3 Children (2 chairs) 
Adult role(s): 
Facilitator 
Child role(s): 
Free choice 
Construction 
Socialization 
Materials available: 
Small stuffed teddy bears. Large plastic 
containers. Wooden blocks. Small 
plastic doll furniture. Legos. Lincoln 
logs. Small trains and cars. Plastic 
animals (farm, zoo, and circus). Hats. 
Pan. Tool box. Fisher Price Farm. 
Equipment: 
One table, two chairs, shelf, work 
bench, wooden block boxes 
iquipment/material display: 
Displayed literacy stimuli 
category 9: print on blocks containers 
and on Fisher Price Family Farm, 
category 14: poster of city street from 
"Scenes Around Us: City" kit. 
Purpose (or child development 
goals): 
Creativity 
One-to-one correspondence 
Eye-hand coordination 
Imagination 
Developing large and small muscle 
control 
Task completion 
Source of enjoyment and learning 
from others 
Developing friendships 
A means to control and channel 
one's feelings 
Helps develop good self-concept 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Cooperation 
Verbal Interaction 
Materials Use 
Time of activity/area: 
10:30-11:15 Free Choice Time 
224 
ACTIVITY / AREA DESCRIPTION 
Purpose (or child development 
goals): 
To see the value of books 
Book handling skills 
Learning to read by reading 
Language development through story 
discussion and labelling pictures in books 
Provide quiet activity 
Explore feelings aroused by books 
Location: 
Space designated as "circle" serves as 
library during Silent Reading (first 
15 minutes of day) and during Free Play. 
No. of children at one time: 
Full class or small groups of children. 
Adult role(s): 
Guide and model of book-handling. 
Child role(s): 
Select books. 
Look at pictures. 
Browse through pages. 
Pretend to read. 
Read. 
Talk about pictures. 
Materials available: Child-authored;conceptJ 
story books, Big Books; large picture 
charts, classroom rule chart, globe, 
calendar, records, dominoes, concept 
children's mats, shoeboxes with color 
activities (sorting) memo board, I Behavior Checklist behaviors 
month chart, corkboard with pictures. (reflecting child development 
Equipment: I goals): 
Teacher's chair, book shelf, table, I Task involvement 
tape recorder, record player. | Independence 
Cooperation 
Initiating conversations 
Using materials, especially books 
__ Frequent literacy events 
Equipment/material display: Most were 
accessible to children during Silent Read¬ 
ing and Free Choice times. Some were 
reserved for teacher-directed activities 
during Circle time. See below for 
Displayed Literacy Stimuli Categories represented: 2 Daily Message scribed by teacher 
on memo board;5 Different kinds of books: stories, concept books, child-authored books; 
10 Books near related objects: Stuffed bear near book "The Bear's Toothache"; 
14 Machine print segments (All About Shapes); 15 Books with cover displayed (6 books) 
Time of activity/area: 
9:00-9:30 Silent Reading time 
10:30-11:15 Free Choice time 
11:00-11:15 Story time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Side of room, right from door. Near 
coat rack and sand area. 
No. of children at one time: 
8 children: 3 at table, 2 at clay, 3 side easel 
Adult role(s): 
Facilitator 
Child role(s): 
Child choice 
Cooperation 
Creativity 
Purpose (or child development 
goals): 
Creativity and imagination 
Developing large and small muscle control 
Learning to work together 
A means to control and channel one’s feelings 
Helps develop a good self-concept 
Sensory experiences 
Appreciation for color, form, and shape 
Oppotunities for releasing emotional tensions 
and frustrations 
Learning responsibility by cleaning up 
Materials available: 
Construction paper, scissors 
Scrap paper 
Paints on easel, smocks 
Water color paint boxes 
Brushes 
Markers, yam, clay 
Equipment: 
Three-sided easel 
Round table with three chairs 
Crate 
Equipment/material display: 
Chart above childrens eye level 
"Painting and Clay" 
Displayed Literacy Stimuli. Categories: 
6 Different kinds of recording tools 
12 Empty display space on closet (one 
picture displayed) 
14 Machine print-Colors chart 
Time of activity/area: 
10:30-11:15 Free Choice Time 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Autonomy 
Task involvement 
Materials use (especially combining materials) 
Clean-up 
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ACTIVITY / AREA DESCRIPTION 
Classroom C 
Activity/area: Circle Time Area' 
Location: 
Front of class and serves as I 
Library (06) during Silent Reading (first 
15 minutes of day) and during Free Play 
No. of children at one time: 
Full class 
Adult role(s): 
Teacher directs 
Child role(s): 
Active participation 
Following teacher directions 
Taking turns 
Choral reading of books and charts 
Materials available: Child-authored,concept 
story books; Big Books; large picture 
charts, classroom rule chart, globe, 
calendar, records, dominoes, concept 
children's mats, shoeboxes with color 
activities (sorting), memo board, 
month chart, corkboard with pictures. 
Equipment: 
Teacher's chair, book shelf, table, 
tape recorder, record player. 
Area 08 
Purpose (or child development 
goals): 
Verbal interaction and expression 
Language arts skills including listening, 
speaking, reading and writing 
Increasing attention span in teacher-directed 
activities 
Socialization skills such as taking turns, 
waiting, and raising hand 
Reading skills through whole language 
approach using Big Books 
Music and singing songs from charts 
Learning colors, color names 
Recognizing days of week on calendar 
Memory skills 
Comprehension skills 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Task involvement 
Teacher handles materials 
Teacher-directed activities 
Literacy events 
Equipment/material display:(Most were 
accessible to children during Silent Read¬ 
ing and Free Choice times.) Some were 
reserved for teacher-directed activities 
during Circle time. See below for 
Displayed Literacy Stimuli Categories represented: 2 Daily Message scribed by teacher 
on memo board;5 Different kinds of books: stories, concept books, child-authored books; 
10 Books near related objects: Stuffed bear near book "The Bear’s Toothache"; 
14 Machine print segments (All About Shapes); 15 Books with cover displayed (6 books) 
Time of activity/area: 
9:30-10:00 Circle time 
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ACTIVITY / AREA DESCRIPTION 
Classroom C 
Location: " | 
Near back door in comer of room Purpose (or child development goals): 
Appreciation of nature 
No. of children at one time: 1 
2 children (2 chairs) » Sensory experiences to expand awareness 
Adult role(s): t 
Facilitator j Learning to care for materials 
Child role(s): 
Investigation 
Exploration 
| Learning to be aware of surroundings 
1 Examining natural objects 
Looking at books on science concepts 
| Learning to draw conclusions 
Materials available: Chart "About Plants" 
Tray with pine cones, growing chart 
Bee hive, magnifying glass 
Pocket chart for pictures, 
Books "No Holidays for Honeybees" 
by Mervyn Kaufman and "Bees and 
Wasps" by Jay Heavilin I Behavior Checklist behaviors 1 (reflecting child development 
Table 
2 chairs 
Laboratory Kit (used as a table for 
plants chart) 
Equipment/material display: 
All materials accessible to children and 
displayed at or below eye level 
Displayed Literacy Stimuli 
5: Different kinds of books 
10: Books about bees near 
real bee hive 
Materials use (combining materials) 
Task involvement 
Cooperation 
Literacy Events 
Time of activity/area: 
10:30-11:15 Free Choice Time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Back comer, near art/easel area. 
No. of children at one time: 
2 to 3 children 
Adult role(s): 
Facilitator 
Child role(s): 
Engage in solitary, parallel, or 
cooperative play with sand and 
sensory materials 
Materials available: 
Plastic basin filled with sand on platform | 
Scale 
Small hand broom 
Dustpan 
Pails, sifters, shovels, spoons 
Chart with child's anatomy labelled 
Equipment: 
Closet serves as partition separating 
sand and art areas 
Purpose (or child development 
goals): 
Use senses together 
Enjoy manipulation and pouring of sand 
Fine motor coordination while pouring 
Learning concepts: more, less, full, empty, 
heavy, light, etc. 
Cooperation or independence 
Relaxation 
Child may form shape of letters in the sand 
Equipment/material display: 
All materials accessible to children 
Displayed Literacy Stimuli 
Category 12 Presence of empty display 
space on door of closet where one child's) 
painting is displayed with print (see 
below) 
Category 14 Machine Print segment: 
Four children with labels on body parts 
Time of activity/area: 
10:30-11:15 Free Choice time 
Behavior Check List behaviors 
(reflecting child development 
goals): 
Cooperation 
Task involvement 
Materials use 
Autonomy 
Child may engage in literacy events by 
reading print on chart in front of him/her 
[Painting displayed showed picture of a building. Child had written: ''This is my 
building.” The building had the number and street address pnnted m.J 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Across the room from door. Near 
Dramatic Play Area. 
No. of children at one time: 
4 to 5 children (5 chairs) 
Adult role(s): 
Direct instruction 
Child role(s): 
Respond to direct instruction 
Purpose (or child development 
goals): 
Learn skills for first grade (readiness) 
Wait for directions 
Complete worksheets successfully 
Get along with peers 
Math concepts including the concept of number, 
size, differences in shapes, number recognition, 
counting objects, less and more 
Materials available: 
Glue, crayons, paper bags 
Stapler, chalk, puzzles 
Workbooks with letter/sound association1 
Picture Matching games/ Concentration 
Equipment: 
2 tables 
5 child-sized chairs 
2 adult chairs 
wastebasket 
child-sized desk 
Equipment/material display: 
Materials are only available to children 
when distributed by teacher. Children 
are not allowed to manipulate materials 
without permission. . 
Displayed Literacy Stimuk: 
Category 6: Different kinds of recording 
tools 
Behavior Check List behaviors 
(reflecting child development 
goals): 
Cooperation 
Task involvement 
Teacher direction 
Time of activity/area: 
10:00-10:30 Small Group time 
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ACTIVITY / AREA DESCRIPTION 
Location: 1 
Back of classroom, near back door. \ Purpose (or child development goals): 
Conform to expectations 
No. of children at one time: 
12 children (12 chairs) J Complete tasks 
Adult role(s): \ 
Direct instruction j 
- Listen to directions 
Child role(s): l Sh^rc rnHtcn^ls 
Cooperative learning J Verbalize needs 
j Enhance auditory discrimination 
I Enhance visual discrimination 
Materials available: 
Crayons, scissors, markers, paper, 
flashcards, counters, stickers, Big Book, 
bulletin board with pictures representing 
colors, color words below, tree with 
four food groups and large, teacher- 
made letters "We Like to Eat Good Food 
] Develop eye-hand coordination through 
1 manipulation of materials 
,1 Letter of the week (recognize, copy, and 
I associate sound) 
,1 Behavior Checklist behaviors 
lj (reflecting child development 
Equipment: 
2 tables 
12 chairs 
book stand 
shelves 
bulletin board 
| goals): 
I Task involvement 
1 Cooperation 
J Literacy Events (teacher-directed) 
LjUlUiUviiu muivixku j • 
Most materials available only when 
distributed by teacher. 
Displayed Literacy Stimuli Categories: 
6 Different kinds of recording tools 
9 Print related to nearby pictures 
(bulletin board described above) 
14 Presence of clearly legible displayed 
or handwritten segments 
Materials use 
Cooperation 
Verbal interaction (to answer teacher's questions) 
Time of activity/area: 
10:00-10:30 Small Group time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Back of room, center, between Small 
Group Language Area and Sand Area 
No. of children at one time: 
4 children (4 chairs) 
Adult role(s): 
Participating and observing 
Child role(s): 
Creativity 
Communication 
Socialization 
Materials available: 
Assorted sizes and colors of paper 
Mailboxes for each child 
Magazines to cut up or browse through 
Glue, stickers, pencils, scissors 
.Children have access to everything on 
the lower shelves within reach. 
Equipment: 
2 tables 
4 chairs 
shelves 
Purpose (or child development 
goals): 
According to the teacher 
goals are consistent with Writing Process 
principles: children begin writing by drawing 
so teacher has lots of sizes of paper (some very 
large) for children to draw on 
Writing is communication (so mail a letter to 
a friend!) 
There are many different ways to write 
People enjoy writing 
Some people write books 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events (especially writing) 
Autonomy 
Equipment/material display: 
Most materials accessible to children* 
Displayed Literacy Stimuli Categories: 
5 Different kinds of recording tools 
7 Different kinds of recording materials 
12 Display space on walls 
13 Tools include pencils, scissors, glue 
14 Hand written "We like to write" sign 
16 Functional labels: names on mailbox 
Time of activity/area: 
10:30-11:15 Free Choice time 
Cooperation 
Materials use 
Lots of verbal interaction 
* (Teacher storage of materials on high 
shelves. Items on high shelves are 
brought out during the year). 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Back of room, center, near Writing 
Center 
No. of children at one time: 
3 children 
Adult role(s): 
Observing and assisting 
Child role(s): " 
Interact with materials (listening station) 
Handle books 
Follow stories on tape 
Pretend to read or read 
Purpose (or child development 
goals): 
Appreciation of literature 
Listening to stories 
Listening to songs 
Accepting responsibility for taking care of materials 
Getting along with others 
Developing good reading habits 
Materials available: 
30 books 
wide selection of books with tapes 
games for matching, letter identification 
Equipment: 
tape recorder 
Equipment/material display: 
Everything on lower shelves is 
accessible to children. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy events (especially listening to stories) 
Task involvement 
Cooperation 
Time of activity/area: 
9:00-9:30 Silent Reading time 
10:30-11:15 Free Choice time 
233 
ACTIVITY / AREA DESCRIPTION 
Classroom D 
Activity/area: Area 03 
10:15-11:15 Free Choice Time 
ACTIVITY / AREA DESCRIPTION 
Table Games and Math Manipulatives 
Location: 
Back, left comer between Writing Area 
and Blocks. On diagram, upper right 
comer. 
No. of children at one time: 
Usually no more than three or four 
Adult role(s): 
Facilitating 
Child role(s) 
Children select from a variety of 
materials and are self-directed in using 
them. They may choose to complete, or 
not complete an activity. Games are 
often played in this area and following 
the rules, waiting for turns are important.! 
Materials available: 
Picture puzzles, interlocking and non¬ 
interlocking, Lincoln Logs, Legos, clay, 
placemats, Alphabetland Game, matching 
games, letter puzzles, Alphabet snake 
puzzle. 
Equipment: 
Two counters, shelves, a table, and 
a bulletin board. 
Equipment/material display: 
Although the letters of the alphabet 
were displayed on the bulletin board 
they were displayed above the eye 
level of the children and could not 
be included as Displayed Literacy 
Stimuli according to the directions 
for using the instrument. 
Purpose (or child development 
goals): 
Children will cooperate in sharing materials, 
and following rules in games. 
Children will learn to alphabetize by completing 
Alphabet snake puzzle. 
Children will learn to associate letters with sounds 
when using the letter puzzles. 
Children will learn independence. 
Children will develop fine motor skills. 
Children will develop visual discrimination skills. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Autonomy 
Cooperation 
Literacy Events (probably coded "Other" when 
children use alphabet puzzles and games) 
Single-use Materials 
On-Task Behaviors 
Time of activity/area: 
10:15 - 11:15 Free Choice Activity Time 
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ACTIVITY / AREA DESCRIPTION 
Classroom D 
Activity/area: Blocks 
Location: 
Large open area at rear of classroom. 
On right side of diagram. 
No. of children at one time: ' 
Five or six, depending on children 
Adult role(s): 
Facilitator 
Child role(s): 
Making choices 
Negotiating modifications of 
structures with others 
Putting materials away at end of time 
Materials available: " 
Unit blocks of all shapes and sizes 
categorized with easy access to shelves] 
Rubber animals, wooden figures, doll 
house with furniture, magazines stored. 
Equipment: 
Shelves 
Area 05 
Purpose (or child development 
goals): 
Personal and group expression through 
construction 
Problem-solving 
Categorization 
Understanding and accepting the opinions 
of others 
Getting along with classmates 
Sharing materials 
Describing goals and accomplishments 
Having fun 
Behavior Check List behaviors 
(reflecting child development 
goals): 
Task Involvement 
Equipment/material display: 
Displayed Literacy Stimuli: 
5 Story books on shelves 
14 Reading Readiness on boxes of 
Big Books 
Autonomy 
Cooperation 
Time of activity/area: 
10:15- 11:15 Free Play 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Shares space with Circle Area. 
Front of room in comer. 
Upper left comer on diagram. 
No. of children at one time: 
Unlimited 
Adult role(s): 
Observing, facilitating 
Child role(s): 
Browse through books, read, read 
aloud to others, shares books, takes 
turn being "teacher," talking about 
books, have fun. 
Materials available: 
Books on shelves, machine made 
calendar, newsclippings, pictures from 
magazines, math games, Big Books, 
chalk, pencils, thumbtacks, music 
books. 
Equipment: 
Piano, teacher-size chair, child-size 
chair, rug with pillows around the 
perimeter, chalkboard, easel for Big 
Books 
Equipment/material display: Displayed Lit. 
5 Magazines, story books, concept 
books, Big Book, paperbacks, lots of 
books on table accessible to children 
6 Chalk and chalkboard, pencils 
12 Empty display space 
13 Tools: thumbtacks 
14 March calendar, newclippings, 
magazine pictures mounted and dipla; 
Time of activity/area: 
9:00 - 9:30 Settling-in time with books 
or puzzles 
10:15 -11:15 Activity time for choices 
in centers 
Purpose (or child development 
goals): 
Encourage love of books. 
Provide quiet activity. 
Opportunities to read to one another and to listen 
to others read. 
Handle books and discuss pictures and print. 
Play "teacher." 
Enhance language development, increase 
vocabulary, and share ideas. 
Take turns. 
Return materials when done to proper place. 
| Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events 
Cooperation 
Single-Use Materials 
Verbal Behaviors 
id on windows. 
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( 
ACTIVITY / AREA DESCRIPTION 
Classroom D 
Activity/area: Art Area 
Location: 
Right side of room. 
At bottom of diagram. 
No. of children at one time: 
Unlimited 
Adult role(s): 
Facilitating 
Child role(s): 
Construction projects 
Exploration with variety of materials 
Creativity 
Materials available: 
Paints, brushes, smocks, construction 
paper, scissors, recycled materials, 
crayons. 
Equipment: 
Includes large table in the center of the 
room during free choice activity time. 
Refrigerator, sink, shelves. 
Equipment/material display: 
Displayed Literacy Stimuli: 
6 Variety of recording tools and 
7 Variety of recording materials . 
Area 07 
Purpose (or child development 
goals): 
Creativity 
Experimentation 
Cutting and pasting 
Creating patterns 
Independence in selecting, manipulating, and 
cleaning up materials 
Open-ended activities 
Illustrating child-authored books 
Persevering in a task to completion 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy events may occur as children draw 
Task Involvement 
Cooperation 
Verbal Interaction 
Autonomy 
Multi-Use Materials 
Time of activity/area: 
10:15 to 11:15 Free Choice Time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Front left comer of room. 
Upper left comer on diagram. 
No. of children at one time: 
Full class 
Adult role(s): ™ 
Directing and Participating 
Child role(s): 
Listening, speaking, sharing ideas, 
asking questions, "show and tell," 
reading aloud alone or with group. 
Materials available: 
Books on shelves, machine made 
calendar, newsclippings, pictures from 
magazines, math games, Big Books, 
chalk, pencils, thumbtacks, music 
books. 
Equipment: 
Piano, teacher-size chair, child-size 
chair, rug with pillows around the 
perimeter, chalkboard, easel for Big 
Books. 
Equipment/material display: Displayed Lit.:| 
5 Magazines, story books, concept 1 
books, Big Book, paperbacks, lots of 
books on table accessible to children 
6 Chalk and chalkboard, pencils 
12 Empty display space 
13 Tools: thumbtacks 
14 March calendar, newclippings, 
magazine pictures mounted and diplay 
Time of activity/area: 
Purpose (or child development 
goals): 
Children come together to discuss plans for the 
day, share experiences, "show and tell," and 
develop the skills of listening to the teacher and 
to one another. 
Daily routines include changing the date on the 
calendar, listening to stories, choral reading of 
Big Books, current events from the newspaper 
are shared, songs are sung, and new activities in 
centers are introduced. 
Children speak out quite freely during Circle 
Time in this classroom. Teacher often follows 
the lead of children who generate topics for 
group discussion. 
Turn-taking and cooperative social responses are 
emphasized. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy events 
Cooperation 
Verbal Interaction 
Single-use materials 
9:30 - 10:00 Group Time 
11:15- 11:30 Closing/Story Time 
(with the exception of days when 
the children go outside) 
id on windows. 
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ACTIVITY / AREA DESCRIPTION 
Legation: Center of classroom. 
Center of diagram. 
Shares space with part of Art Area (07) 
No. of children at one time: 
Full Class 
Adult role(s): 
Observing and Participating 
Child role(s): 
Relax, enjoy snack, talk with friends. 
Occasionally this period also provides 
an opportunity for "show and tell" when 
the activity has not been completed 
during Circle Time. 
Materials available: 
None 
Purpose (or child development 
goals): 
Social interaction. 
Relaxed, unstructured conversation. 
Provide nourishment. 
(The teacher also pointed out that the 
design of the physical space, i. e. the 
six tables that were pushed together, broke 
up the space in the middle of the classroom 
so children would not run through the 
middle.) 
Equipment: 
Six tables have been pushed together 
in the middle of the room. There 
are eleven chairs around the tables. 
Equipment/material display: 
No Displayed Literacy Stimuli 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Verbalization 
Task Involvement 
Cooperation 
Time of activity/area: 
10:15 Snack Time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Round table at front of room, shares 
space with Area 14 (Small Group 
Language Arts). Left center on diagram. 
No. of children at one time: 
Three children 
Adult role(s): 
Usually directing, sometimes facilitating 
Child role(s): 
Follow teacher directions, receive 
individualized or small group instruction 
in math. Remedial help is often given 
here. 
Materials available: 
Materials are usually brought to this 
area from other areas in order to teach 
the skills that are being taught. 
Another table, adjacent to the area is used| 
for storage of workbooks and materials. 
Equipment: 
One round table and four chairs. 
A second table is adjacent to the area 
and is used for storage and display. 
iquipment/material display: 
Displayed Literacy Stimuli: 
5 Different kinds of books and tapes 
15 Books with cover page displayed 
Purpose (or child development 
goals): 
Helping children finish activities that have been 
started with the whole class. 
Reinforcing concepts with children who have not 
grasped the ideas the first time. 
Presenting enrichment activities for children who 
are ahead of other classmates. 
Using real materials with children in order to teach 
new concepts. 
Working individually with students who may have 
been absent when a concept was introduced. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events (math activities may include 
writing, drawing, or use of worksheets) 
Cooperation 
On-Task Behavior 
Single-Use Materials 
Combines Materials 
Time of activity/area: 
10:00 -10:15 Small Group Time 
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ACTIVITY / AREA DESCRIPTION 
Location: 
Round table at front of room, shares 
space with Area 13 (Small Group 
Math). Left center on diagram. 
No. of children at one time: 
Three children and teacher. 
Adult role(s): 
Usually directing, sometimes facilitating 
Child role(s): 
Follow teacher directions, receive 
individualized or small group instruction 
in language arts. Remedial help is often 
given here. 
Materials available: ' = 
Materials are usually brought to this 
area from other areas in order to teach 
the skills that arc being taught. 
Another table, adjacent to the area is used 
for storage of workbooks and materials. 
Equipment: 
One round table and four chairs. 
A second table is adjacent to the area 
and is used for storage and display. 
Equipment/material display: 
Displayed Literacy Stimuli: 
5 Different kinds of books and tapes 
15 Books with cover page displayed 
Purpose (or child development 
goals): 
Individualized or small group instruction. 
Helping children who have not completed 
activities that have been started with the whole class. 
Reinforcing concepts with children who have not 
grasped the ideas the fust time. 
Presenting enrichment activities for children who 
are ahead of other classmates. 
Working individually with students who may have 
been absent when a concept was introduced. 
Children write stories or journal entries. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events (including Emergent Reading, Writin 
and "Other" such as dictation of story by child) 
Cooperation 
Single-use Materials 
Multi-use Materials 
On-Task Behavior 
Time of activity/area: 
10:00 -10:15 Small Group Time 
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Location: 
Back left comer of classroom, adjacent to 
the Table Games (04) and Dramatic Play 
(03) Areas. Upper right on diagram. 
No. of children at one time: 
Up to four 
Adult role(s): 
Facilitating 
Child role(s): 
Write, draw, color, be creative, 
send messages, compose, experiment 
with print 
Materials available: 
Pencils, crayons, a variety of sizes of 
paper (lined and unlined), a coloring 
book on Dinosaurs, laminated paper 
with letters for tracing, books on 
dinosaurs, children’s paintings of 
dinosaurs 
Equipment: 
One table, wooden shelves, four 
child-sized chairs 
Equipment/material display: 
Materials were neatly organized on 
shelves and were easily accessible to 
the children. 
Displayed Literacy Stimuli: 6 Crayons and 
pencils; 7 Lined and unlined paper, 
laminated paper for tracing letters; 10 Print 
"Dinosaurs Alive" adjacent to stuffed 
dinosaur and pictures; 15 Dinosaur books 
Time of activity/area: 
10:15 - 11:15 Free Choice Activity Time 
Children are encouraged to write their own 
stories and books 
Some children draw pictures which tell stories 
Sometimes children dictate stories to the teacher 
According to the teacher, children learn to write 
by writing. She reminds children to do some 
writing every day 
Children improve in fine motor coordination 
needed for making letters by experimenting 
with a variety of writing tools and papers which 
have wide lined spaces. 
Some children are more comfortable writing on 
paper that is unlined since they have difficulty 
staying inside the lines. 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events (especially Writing or Pretending 
to Write; Drawing or Coloring; and Completing a 
Worksheet) 
Task Involvement 
Materials Use 
Cooperation 
243 
ACTIVITY / AREA DESCRIPTION 
Classroom D Area 18 
Activity/area: 
Listening Center 
Location: 
Tent in front of room next to teacher's 
desk, adjacent to area for small group 
work . 
No. of children at one time: 
Two maximum 
Adult role(s): ~ “ 
Absent 
Child role(s): 
Listen to tapes of stories using 
headphones. Two sets of headphones 
are attached to a single tape recorder. 
Independence in using the tape recorder. 
Turning the pages of the book on cue. 
Materials available: 
Different kinds of books (concept books 
and story books) with tapes that provide 
auditory cues for page turning. 
Purpose (or child development 
goals): 
Provides a place for children to be alone. 
Children can listen to stories on tape and can look 
at pictures or print. 
Children learn to turn the pages on cue. 
Children have the opportunity to use books that the; 
could not otherwise read independently. 
Children learn to get along with eachother as they 
share close quarters in the tent and share the book 
that they are listening to. 
Equipment: 
Tape recorder, listening station with 
two sets of headphones attached. 
Pillows. 
Equipment/material display: 
Displayed Literacy Stimuli: 
5 Different kinds of books 
15 Presence of books with cover or page 
displayed 
Behavior Checklist behaviors 
(reflecting child development 
goals): 
Literacy Events including Listening to a Story, 
Browsing, and Emergent Reading of Books 
Cooperation 
Autonomy 
Single-Use Materials 
Time of activity/area: 
9:00-9:30 Settling-in Time 
10:15-11:15 Free Choice Activity Time 
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APPENDIX D 
SURVEYS OF DISPLAYED LITERACY STIMULI 
245 
The Survey of Displayed 
Literacy Stimuli 
EXHIBIT 1. SURVEY COVER PAGE/DIRECTIONS 
The Survey of Displayed Literacy Stimuli can help determine the level of 
stimuli and support for spontaneous literacy behaviors in a learning environ 
mem. The Survey examines each area for information about the pattern of 
distribution of the literacy stimuli in the environment and compares one area 
to another. The Survey also shows the kinds of literacy stimuli offered within 
areas and within the whole environment. 
How to Use the Survey 
1. Look at the classroom. Make a sketch map of your classroom environ¬ 
ment, showing its spatial organization. Divide the total into different areas, 
deciding boundaries, space, and materials for each. Include all classroom 
space in these areas. List each area at the top of the survey record. 
2. Survey one area at a time. Enter an area and sit so you can see all displayed 
materials from child s eye level. Begin the examination with the category 
definitions beside the survey record. Count only those materials displayed at 
children's eye level or below. Complete the recording for all literacy stimuli 
categories in one area belore moving to the next area. 
3. Count one category of literacy stimuli at a time. With the category defini¬ 
tions beside the survey recoid, count all visible literacy stimuli in a given 
category. Recheck the definitions for each category when you are ready to 
count. 
Look first at the category, then examine the area for items that belong in 
that category. Remember, you are searching for items that fit in a category; 
you do not try to find a category for each item you see. Record the number 
of instances in one category by tally or numeral before going on to the next 
category. Remember that only displayed items, at child’s eye level or below, 
are counted. 
4. Yes or no categories. The last five categories on the survey are not 
counted. Recheck the category definition. Then examine the area for pres¬ 
ence of the stimuli described and record its presence or absence. 
5. Total To compare one area of the environment with another, total each 
column. This will show where the stimuli for literacy are in the entire 
environment. 
To compare the relative emphasis on different categories of literacy 
stimuli, total the records across each row. This will show the variety of 
stimuli and support for literacy behaviors in the environment. 
Source C. Loughlin & N Cole (1986, May). 
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Classroom A (page one) 
DISPLAYED LITERACY 
AREAS 
' 1. current child generated 
messages, labels, stories. X 
f LJ . f 
2. messages about the current 
day. 
3. displayed directions for 
activity. 
sheets. X X X X 
5. different kinds of books. 
X X X 
6. different kinds of recording 
tools. X 
7. different kinds of recording 
materials. X X 
8. different references. X X 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 
X X X X X 
10. books related to nearby 
materials, objects or pictures X X X 
\ll. community culture/language 
\ books or print segments. 
^12. presence of empty display 
space. X 
13. presence of display tools. X X 
14. presence of clearly legible 
displayed handwritten or 
machine print segments. 
X X X X 
15. presence of books with 
cover or page displayed. 
• X X X 
16. presence of functional labels. X X X 
TOTAL PER AREA 3 4 1 3 9 8 1 2 2 1 
L 
Date March 13, 1990 rwKtirtnc There of the week was St. Patrick's Day ^pecial 16j ^ 17 ^ described on nextpTge) 
Number of areas surveyed- 
, tt Observer Mary Allen 
Classroom and Grade Level Classroom Ai_K- -- 
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Classroom A 
DISPLAYED LITERACY 
AREAS 
'l. current child generated 
messages, labels, stories. X 
2. messages about the current 
day. 
3. displayed directions for 
activity. 
•t. Mgii-vjii LiidJis or 
sheets. X 
5. different kinds of books. X X 
6. different kinds of recording 
tools. b X 
7. different kinds of recording 
materials. X 
8. different references. 
X 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 
X X 
10. books related to nearby 
materials, objects or pictures X X 
\l 1. community culture/language 
\ books or print segments. 
/ 
12. presence of empty display 
space. 
13. presence of display tools. 
14. presence of clearly legible 
displayed handwritten or 
machine Drint segments. 
X X 
15. presence of books with 
cover or page displayed. 
X X 
16. presence of functional labels. 
TOTAL PER AREA 
I ~ 
9 1 6 
250 
Classroom A 
DISPLAYED LITERACY 
STIMULI 
AREAS 
'07 
f 1 • current child generated 
messages, labels, stories.. 1 
' uv r 06/ r 15/ ' 08/ 
X 
' 11 / '12/ ' 14/ f 17 
2. messages about the current 1 
day. | 
3. displayed directions for | 
activity. | 
4. sign-on cnarts or I 
sheets. X X X X 
5. different kinds of books. X X X 
6. different kinds of recordinc 
tools. X 
7. different kinds of recordinc 
materials. X 
8. different references. X X 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 
X X X X X X X 
10. books related to nearby 
materials, objects or pictures •1 X 
\11. community culture/language 
\ books or print segments. 
T2. presence of empty display 
space. 
X 
13. presence of display tools. X 
14. presence of clearly legible 
displayed handwritten or 
machine print secments. 
X X 
15. presence of books with 
cover or page displayed. 
X X X 
16. presence of functional labels. X X X 
TOTAL PER AREA 
i 
2 1 1 3 8 6 1 2 1 5 
Date March 30, 1990 Special Conditions Dinosaurs Week 
Number of areas surveyed_- 
Classroom and Grade Level .Classroom A, K 
Observer Maw Allen 
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Classroom B 
DISPLAYED LITERACY 
AREAS 
'\2. presence of empty display 
space. 
X 1 
13. presence of display tools. 0 
14. presence of clearly legible 
displayed handwritten or 
machine print segments. 
X X 2 
15. presence of books with 
cover or page displayed. 
X X 2 
16. presence of functional labels. 0 
TOTAL PER AREA 0 0 1 3 2 1 0 1 2 
I — —-— 
Date March 15, 1990 Special Conditions None 
Number of areas surveyed ---- 
_ v Oh^prver Mary Allen 
Classroom and Grade Level Classroom B.E— UDse- 
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Classroom B 
DISPLAYED LITERACY 
AREAS 
f 1 • current child generated i 
messages, labels, stories. j 
' l / 
2. messages about the current | 
day. 
3. displayed directions for I 
activity. 1 
4. sign-on charts or 
sheets. 1 
5. different kinds of books. X 
6. different kinds of recording 
tools. X X 
7. different kinds of recordinc 
materials. 
8. different references. 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 
X 
10. books related to nearby 
materials, objects or pictures X 
Vl 1. community culture/language 
\ books cr print segments. 
T2. presence of empty display 
space. 
X 
13. presence of display tools. 
14. presence of clearly legible 
displayed handwritten or 
machine print seements. 
X X 
15. presence of books with 
cover or page displayed. 
X X X 
16. presence of functional labels. 
TOTAL PER AREA 0 0 0 3 2 2 0 0 2 2 
Date April 2, 1990 
Number of areas surveyed 
Special Condition ^ introduced> a -'thematic table" with 
4 golden books about Easter, wax duck figures, 
_ bunny stuffed animals, and an Easter basket. 10 
Classroom and Grade Level Classroom B-Observer-Man- Allen. 
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Classroom C AREAS 
DISPLAYED LITERACY / ZlZ /3 / / / / / / 
y-__/oyC/os/^X' A Al /13/I5 A 
r l. current child generated 
messages, labels, stories.- 
2. messages about the current 
day. X 
3. displayed directions for 
activity. 
h. sign-on cnarts or 
sheets. 
5. different kinds of books. 
X X X X 
6. different kinds of recording 
tools. X X X 
7. different kinds of recording 
materials. X 
8. different references. 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 
X X 
10. books related to nearby 
materials, objects or pictures X X 
\11. community culture/language 
\ books or print segments. 
y- 
12. presence of empty display 
space. X X X 
13. presence of display tools. X 
14. presence of clearly legible 
displayed handwritten or 
machine nrint segments. 
X X X X X X X 
15. presence of books with 
cover or page displayed. • X X 
16. presence of functional labels. X 
TOTAL PER AREA 1 3 2 5 3 4 2 1 6 1 
l 
Date March 15, 1990_ Special Conditions 
Number of areas surveyed --- 
/'i Observer Mary Allen Classroom and Grade Level. Classroom C.JK— uoserver--- 
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Classroom C 
DISPLAYED LITERACY 
06/07 Xl 1 /12/13/15 /18 
' \. current child generated 
messages, labels, stories. 
2. messages about the current 
day. X 
3. displayed directions for 
activity. X 
h. bign-on cnaris or 
sheets. 
5. different kinds of books. 
X X X X 
6. different kinds of recording 
tools. b X X X 
7. different kinds of recording 
materials. X X 
8. different references. 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 
X X X 
10. books related to nearby 
materials, objects or pictures X X 
\11. community culture/language 
\ books or print segments. 
'll. presence of empty display 
space. X X X 
13. presence of display tools. X 
14. presence of clearly legible 
displayed handwritten or 
machine print seements. 
X X X X X X X 
15. presence of books with 
cover or page displayed. • X X 
16. presence of functional labels. X 
TOTAL PER AREA 1 3 2 6 3 6 2 1 6 1 
l 
Date April 3, 1990 Special Conditions None 
Number of areas surveyed --— 
Classroom and Grade Level Classroom CL— Observer-Maiy AUe_n 
255 
displayed literacy AREAS Total 
1. current child generated 
messages, labels, stories. 
/ IT 
0 
2. messages about the current 
day. 
0 
3. displayed directions for 
activity. 0 
“• olgll \JJi CIlaJTS Ol 
sheets. 0 
5. different kinds of books. 
X X X 3 
6. different kinds of recording 
tools. 6 X X X X 4 
7. different kinds of recording 
materials. X X X X 4 
8. different references. 
0 
9. print or writing segments 
related to nearby materials, 
objects, pictures. 0 
10. books related to nearby 
materials, objects or pictures X X X 3 
\11. community culture/language 
\ books or print segments. 0 
y 
12. presence of empty display 
space. X X 2 
13. presence of display tools. X X 2 
14. presence of clearly legible 
displayed handwritten or 
machine Drint segments. 
X X X 3 
15. presence of books with 
cover or page displayed. X X X X X 5 
16. presence of functional labels. 0 
TOTAL PER AREA 0 0 2 6 2 6 2 4 2 
[ 
Date March 13, 1990_ Special Conditions-None 
Number of areas surveyed _Z_ 
Classroom and Grade Level Room D: K. Observer M. Allen 
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DISPLAYED LITERACY AREAS Toul 
'current child generated 
messages, labels, stories.- 
/ I°ry 
0 
2. messages about the current 
day. X X 2 
3. displayed directions for 
activity. 0 
sheets. 0 
5. different kinds of books. 
X X X X 4 
6. different kinds of recording 
tools. 6 X X X X 4 
7. different kinds of recording 
materials. X X 2 
8. different references. 
0 
9. print or writing segments 
related to nearby materials, 
objects, pictures. X 
10. books related to nearby 
materials, objects or pictures 0 
\11. community culture/language 
\ books or print segments. 0 
y . 
12. presence of empty display 
space. X X 2 
13. presence of display tools. X X 2 
14. presence of clearly legible 
displayed handwritten or 
machine Dfint segments. 
X X X 3 
15. presence of books with 
cover or page displayed. X X X X X 5 
16. presence of functional labels. 0 
TOTAL PER AREA 0 0 2 7 2 7 1 4 2 
[ 
Date April 6,1990_ Special Conditions- 
Number of areas surveyed _Z_ 
Classroom and Grade Level _Room D, K Observer M. Allen 
257 
appendix e 
FTELDNOTES FOR LITERACY EVENTS 
258 
DATE 
Child ID _ 
Program ID _ 
Activity/Area ID _ 
Child Choice or Teacher Choice 
Eifiltfnpte? fpr Literacy 
Literacy Activity 
Browsing (rapidly flipping through all or part) 
Studying books/charls (silent study ol illustrations 
or print) 
Emergent reading of books/charts (independent or 
choral reading of a book) 
Completes a Worksheet 
Drawing or Coloring 
Writing or Pretending to Write 
Listening to a Story 
Other 
Participants: 
Nature of the Activity: 
TEXT: Child-Generated Class Authored Children's Picture Book Chart Big Book 
Title or Description 
WRITING EVENTS DESCRIPTORS: Identify, if possible. 
Copying: If the activity or worksheet requires imitating a model. 
Generating: If the activity or worksheet requires an original response. 
Communicating: If the activity or worksheet is intended to substitute for an oral message. 
Other: 
ADDITIONAL NOTES: 
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APPENDIX F 
SUBJECT DATA 
Child Identification Trkt_i ^ 
No. Sex Race Age (Months) Fr^n^T Literacy Events 
Frequency % 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
)m 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
F 
M 
M 
M 
M 
M 
M 
M 
M 
B 84 15 & 
B 
B 
Bi-Sp 
67 
84 
76 
25 
35 
35 
• O 
1.3 
1.9 
1 9 
Bi-Eng79 15 R 
B 62 25 
• U 
1 3 
Bi-Eng73 30 1 6 
Bi-Eng 72 15 R 
Bi-Eng 67 35 
• u 
1.9 B 72 30 1.6 B 66 35 1.9 B 66 35 1.9 
Bi-Sp 66 15 
.8 W 64 30 1.6 
Bi-Sp 64 10 
.5 
Bi-Eng 66 25 1.3 
B 68 20 1.1 
B 63 25 1.3 
B 67 20 1.1 
W 67 20 1.1 
B 71 20 1.1 
Bi-Eng 66 20 1.1 
9 
15 
18 
12 
7 
9 
8 
9 
13 
7 
14 
4 
4 
0 
0 
6 
10 
23 
8 
5 
8 
17 
1.5 
2.5 
3.0 
2.0 
1.2 
1.5 
1.3 
1.5 
2.1 
1.2 
2.3 
.7 
.7 
0 
0 
1.0 
1.7 
3.8 
1.3 
.8 
1.3 
2.8 
Classroom B 
23 F W 65 25 1.3 5 .8 
24 M Bi-Eng 73 25 1.3 7 1.2 
25 F B 74 19 1.0 3 .5 
26 M Bi-Eng 76 20 1.1 10 1.7 
27 F B 65 24 1.3 11 1.8 
28 M Bi-Eng 81 20 1.1 2 .3 
29 F B 69 20 1.1 12 2.0 
30 M Bi-Sp 80 Moved 
31 F O 64 25 1.3 11 1.8 
32 M Bi-Eng 63 20 1.1 0 0 
33 F Bi-Er.g 72 15 .8 3 .5 
34 F B 70 20 1.1 4 .7 
35 M Bi-Eng 63 15 .8 4 .7 
36 F Bi-Eng 68 20 1.1 0 0 
37 M B 68 25 1.3 13 2.1 
38 F B 70 20 1.1 3 .5 
39 M Bi-Eng 66 20 1.1 5 .8 
40 F B 72 20 1.1 6 1.0 
41 M Bi-Sp 77 10 .5 0 0 
42 F Bi-Eng 68 25 1.3 1 .2 *7 
43 M Bi-Eng 71 20 1.1 4 .7 o 
44 F B 66 20 1.1 5 .8 
45 F B 71 20 1.1 5 .8 
46 M Bi-Sp 69 5 .3 4 .7 
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Subject Data (continued) 
Child Identification 
No. Sex Race Age (Months) Fluency Total Observations % Literacy Events Frequency % 
Classroom C 
47 M Bi-Sp 64 
48 F B 69 
49 M B 74 
50 F B 88 
51 F Bi-Sp 77 
52 M B 72 
53 M B 62 
54 M B 70 
55 F B 69 
56 Moved 
57 F Bi-Sp 70 
58 F Bi-Sp 68 
59 F O 69 
60 M w 69 
61 M B 62 
62 F B 62 
63 M B 71 
64 F Bi-Sp 78 
65 F Bi-Eng 73 
66 M Bi-Sp 79 
67 M B 68 
68 F B 73 
69 M B 72 
20 1.1 
30 1.6 
25 1.3 
25 1.3 
25 1.3 
25 1.3 
15 
.8 
20 1.1 
15 
.8 
12 2.0 
10 1.7 
5 
.8 
14 2.3 
12 2.0 
6 1.0 
5 
.8 
12 2.0 
0 0 
20 
20 
25 
10 
20 
15 
8 
10 
20 
15 
20 
15 
10 
1.1 3 .5 
1-1 10 1.7 
1.3 0 0 
•5 5 .8 
1.1 4 .7 
•8 0 0 
•4 0 0 
•5 7 1.2 
1-1 1 .2 
•8 3 .5 
1.1 13 2.1 
•8 9 1.5 
•5 5 .8 
Classroom D 
70 M W 70 50 2.7 10 1.7 
71 F B 70 40 2.2 13 2.1 
72 M W 64 40 2.2 18 3.0 
73 F W 70 50 2.7 14 2.3 
74 M w 65 40 2.2 6 1.0 
75 F w 69 45 2.4 18 3.0 
76 M B 63 40 2.2 12 2.0 
77 F o 73 45 2.4 13 2.1 
78 M w 70 30 1.6 9 1.5 
79 M w 70 40 2.2 18 3.0 
80 M w 70 35 1.9 14 2.3 
TOTAL 1859 100 605 100 
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APPENDIX G 
DAILY SCHEDULE FOR CLASSROOMS 
Classroom A 
9:00-9:30 Opening Exercises: Calendar, Sharing, Introduction of New Activities or 
Materials (usually Area 08) 
9:30-10:00 Small Group Time: Math or Language Arts (usually Areas 13 or 14) 
10:00-11:00 Free Choice Time: All Centers Open 
11:00-11:30 Story Time: Usually the teacher read two stories, one familiar and one new 
(usually Area 06) 
Classroom B 
9:00-9:30 Opening Exercises: Pledge of Allegiance, Song, Calendar, Full Class Math 
Lesson from Math Big Book 
9:30-10:30 Small Group Time: Math or Readiness (usually Areas 13 or 14) 
10:30-11:15 Free Play: All Centers Open 
11:15-11:30 Story Time (Teacher read story or played tape of story and showed pictures 
and print.) 
Classroom C 
9:00-9:30 Settling-in Time: Children were expected to look at books 
9:30-10:00 Opening Exercises: Pledge of Allegiance, Song, Calendar, Letter of the Week 
Activities, Plans for the Day 
10:00-10:30 Small Group Time: Math or Language Arts (usually Areas 13 or 14) 
10:30-11:15 Free Play: All Centers Open 
11:15-11:30 Story Time (Teacher usually read a Big Book) 
Classroom D 
9:00-9:30 Settling-in Time: Children were expected to look at books 
9:30-10:00 Circle Time: Informal Sharing of News, Calendar Activity, Plans for Day, 
Show and Tell 
10:00-10:15 Group Activity: Usually Math or Language Arts 
10:15-11:15 Free Choice Time: Snack and All Centers Open 
11:15-11:30 Story time (Children and teacher often read familiar Big Books to class) 
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